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ABSTRACT
A Learning Procedure That Increases
Self—Esteem And Black Identity Development
In Black College Students
September
,
I98I
Frederick C. Jefferson Jr., B.S., Hunter College (C.U.N.Y.)
M.S., Hunter College (C.U.N.Y.)
M.A., Hunter College (C.U.N.Y.)
Ed.D, University of Massachusetts
Directed by: Dr. Alfred Alschuler
The purpose of this study is to determine whether the develop-
ment of a positive self concept and a heightened Black self-identity
can be deliberately facilitated through educational procedures
.
A workshop was developed with the intention of increasing self-
esteem and Black identity development in Black students attending a
predominantly white college. The workshop was called "The Workshop on
Black Identity Development" and consisted of five three-hour sessions
conducted over a three day period. The central focus of the workshop
was based on the belief that increased self-esteem and Black identity
among Black college students will occur in direct proportion to their
understanding of how they have become who they are and how they can
become who they want to be. Therefore, the workshop's exercises and
processes had a primary emphasis on the development of analytic and
problem solving skills. Two of the principal exercises constructed
VI
for this purpose vere the "Critical Events In The Development Of A
Black Identity" inventory and the "Opinions Held By Blacks Question-
naire". The "Critical Events In The Development Of A Black Identity"
inventory helps workshop participants to become aware of the common
negative personal effects of racism experienced by Black people. The
"Opinions Held By Blacks Questionnaire" helps workshop participants
to identify their personal style of coping with racism. These exer-
cises are covered in the first two sessions of the workshop. The
second session of the workshop also includes an exercise called the
"Celebration of Blackness Exercise". The main objective of this
exercise is to help participants identify and share unique Black
experiences found in one’s family and community. The third and fourth
sessions explore the concepts of oppression and liberation through a
simulation exercise on power. The fifth and final session involves
planning for personal change. Participants are encouraged in this
session to plan ways for directing more personal energy into the
development of their Black self-identity
.
A group of forty-six Black volunteers were recruited to parti-
cipate in this study. All forty-six were commuter students attending
the same upstate New York two-year college. A treatment group of
twenty students were randomly selected from this group of forty-six.
The remaining volunteers became the control group. Both the treatment
and control groups participated in a post-test only design and
were
administered the Tennessee Self Concept Scale and Part II of the
Jackson Black Identity Development Inventory. The control
group did
vii
not participate in any training or orientation session. The treat-
ment group participated in "The Workshop on Black Identity Develop-
ment" .
One of the findings of the study was the significant difference
between the treatment and control groups on the Tennessee Self Concept
Scale's Social-Self scale (t=2.21, p^.05 one-tailed). A second
finding of the study was the significant effects the workshop had on
the Black Identity development of participants Ct=2.T6T, p<.005 one-
tailed). The findings above support the premise that learning ex-
periences can be developed to enhance self-esteem and Black identity
development
.
Qualitative data provided by ten participants from the treat-
ment group was gathered four yea,rs later through personal interviews
.
These interviews were conducted to discover the areas of lasting ef-
fects of the workshop and to suggest possible changes in the work-
shop. The power simulation was the most well remembered activity.
The qualitative data further suggested the notion that 18-20 year old
people are more concerned with social and inter-personal than racial
identity issues. This seemed to suggest that Black Identity Develop-
ment workshops for these young people need to include many more simu-
lations. Or, perhaps, to be maximally effective, the Black Identity
Development workshop should be presented when readiness has increased,
when young Black adults (22-2U years old), are asking the questions
the workshop is designed to answer.
In conclusion, the finding that learning experiences can be de-
veloped to enhance self-esteem and Black identity development has
viii
implications for education. The finding implies that learning ex-
periences that encourage self-esteem enhancement and identity-develop-
ment can occur for any ethnic group in America. What the full re-
sponsibility of the educational system should be in this regard is
unclear. The current movement towards multicultural education, how-
ever, provides an opportunity for school systems to explore their
responsibility for offering ethnic-group-identity development op-
portunities to its students. Classroom teachers hot trained in the
technology of working with differing cultural needs in multi-ethnic
settings should use studies such as this one to gain some insight as to
where to begin.
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CHAPTER I
The Problem
To even "the most, casual observer, "America’s favorite son" is
white skinned and indeed male. Slavery, segregation (de jure and de
facto), and racial prejudice are a few of the ignoble components
that comprise the socio-historial undergirdings supporting the spuri-
ous status of this "favorite son". Black people in America continue
to survive the worst of white oppression spawned by white supremacist
beliefs, but at what cost?
Much of the emotional, psychological, and sociological costs
for Black survival seem to be borne by Black children, many of whom,
as early as three years of age, experience confusion and conflict
about who they are racially and who they prefer racially. Some of
the children show signs of rejecting Black skin color (Clark and Clark
1939> 19^7) 1950 , Seeman 19^6, Goodman 1952, Butts 1963, Greenwald
and Oppenheim 1968, Porter 1971 j Sciara 1972, Roberts et. al. 1975)
•
Those behaviors are often accompanied by negative, stereotypic state-
ments about Blacks expressing hostility towards Blacks and/or
self-hatred. The negative racial stereotypes persist in some Black
youth through the teen years including high school and college students
(Bayton 19^1 j I^ers and Yochelson 19^8) Steckler 1957, Yarrow et.al.
1958 , Pettigrew I96 U, Noel 196U, Vontress 1971). To enter young
adulthood with confusion about self worth and conflict about your
identity is a high price to pay for mere survival. Where does one
begin to work towards changing these negative effects on the self-image
1
2of Black people?
ihere are at least three approaches to ameliorating the condi-
tions causing negative effects on the self-esteem of some Black
individuals. One possible beginning would be to work towards the
development of a society committed to a multicult\aral ethic and the
eradication of racism. Another direction, probably a more plausible
strategy than the first, would be to strengthen the boundaries and
identity of the group(s) that provide support, meaning, and a sense
of belongingness to its individual members. A third strategy would
be to provide direct assistance to the victims experiencing (consci-
ously or unconsciously) the negative effects of living in a racist
society. This third area has its emphasis on the individual. It,
also, appears to be the most manageable of the three approaches for
beginning to overcome the negative effects of racial oppression on
Black self-esteem. Specifically, this dissertation will describe and
assess a learning process designed to enhance self-esteem and Black
identity development.
However, the influence of the first two approaches (i.e. develop
a multicultural society and a strong in-group) will continue to shadow
us because the study will involve the individual in a sub-group located
in a societal institution.
REVIEW OF THE LITERATURE
A review of the literature was undertaken to investigate related
studies and theories regarding the following questions: (l) When do
Black children internalize white racist attitudes about themselves?
3(2) What effect, does this have on their thoughts, feelings, actions
and self-esteem? (3) As Black children continue to grow what are the
stages of Black identity development? and (U) What educational
interventions exist to assist in the development of a positive identity
as a Black American? Each of these questions will be addressed in
separate sections in this chapter.
1. When do Black children internalize white racist attitudes about
themselves? One of the earliest studies (Lasker, 1929) on race
attitudes in children notes that children "around five years of age"
recognized racial differences in individuals. Horowitz (1939) working
with nursery school children, ranging in age from two years — three
months to five years — one month, records that when asked to identify
themselves from a series of line drawings, Negro boys made twice as
many incorrect identifications (choosing white portrait) as white boys.
Horowitz interpreted the negro children’s identification with the white
group as "wishful activity."
Clark and Clark (.1939, 19^7, 1950) come close to agreeing, with
Horowitz' wishful activity designation. They identify a set of
activities they call "wishful thinking" but see its use as a mechanism
for resolving conflict. They conclude in their studies that racial
awareness and racial self-identification is in evidence at three years
of age, increases with chronological age and becomes stable at age
seven. The Clark studies also show over a third of the Negro
children
choosing a white doll as the symbol of their self-identity in
contrast
to nearly ninety percent of the white children exhibiting an
accurate
awareness of racial differences. Comparison of these data led the
Clarks to state that "the awareness of racial differences does not
necessarily determine a socially accurate racial self-identification"
(Clark and Clark 19^7) • A more problematic contrast exists in the
data on racial self-identification and racial preference. It was
clearly shown, in the Clarks data, that a majority of the children
preferred the white doll over the brown doll (19^7) and that more
than half rejected the color brown or black in a self-coloring test
(1950). Clark (1955) observed further that the rejection of the
color brown by Negro children is indicative of a personality pattern
that causes these children to experience a "fundamental conflict
about themselves." He states that Negro children have developed an
imderstanding that they must identify with somthing that is being
rejected and that they themselves reject. As pointed out earlier
Clark and Clark, agreeing with Horowitz, identify "wishful thinking"
as an available means to Negro children for resolving "this funda-
mental conflict."
Not all authors of research on race awareness in young children
children accept Horowitz’s and Clark’s concepts of "wishful activity/
thinking" or Clark’s interpretation of the magnitude of race rejec-
tion by Negro children (Fish 1972, Ward and Braun 1972, Fox and
Jordon 1973, Lerner and Buehing 1975)- Banks (1976), in his statis-
tical review of the investigations made by Horowitz, Clark and
nineteen other racial-preference studies employing procedures
using dolls, line drawings, or photographs, concluded that
the
predominant pattern of choice behavior among blacks toward
white and
5black stimuli alternatives has conformed to simple chance." These
findings bring into question the degree to which Black children
engage in self and race-rejection behavior. Most researchers in
this area do agree, however, that children by the age of four are
typically aware of racial differences and can identify their racial
group (Clark and Clark 1939, 19^7, 1950; Goodman 1952, 196U; Landreth
and Johnson 1953; Norland 1958, 1963, 1966; Stevenson and Stewart
1958; Butts 1963; Greenwald 1968; Hraba and Grant 1970; Porter 1971;
Roberts, Mosley, and Chamberlain 1975)*
Another area of agreement among some of these researchers is
that as chronological age increases racial awareness and racial
self-identity become more concrete and realistic about the age of
seven (Clark and Clark 19^7; Stevenson and Stewart 1958; Hraba and
Grant 1970).
A third area of agreement is in the area of racial preference
as observed by Markovics (197^);
"These Studies point to the tendency of young
Black children to positively evaluate
whiteness, to negatively describe blackness,
and, in some instances, to mis-identify one-
self as actually being white. While some
investigators have sometimes interpreted
their findings as providing evidence against
such a orientation toward whiteness (Hraba
and Grant 1970; Ward and Braun, 1972), the
actual percentages of Black children who
mis-identify themselves racially are highly
similar across these studies when age is
controlled for."
If the racial preferences of some Black children lead to the wish
to be white, to the acceptance of whiteness and to the rejection of
Blackness, then one should expect that these preferences would be
6reflected in their feelings and "behaviors
.
2* What effects does the internalization of white racist attitudes
hy Black children have on their thoughts, feelings, actions and
self-esteem? Self-esteem is concerned with feelings about self,
evaluation of self, and regard of self. It refers to,
"the evaluation that the individual makes and
customarily maintains with regard to himself;
it expresses an attitude of approval or dis-
approval and indicates the extent to which the
individual feels himself to be capable, signi-
ficant, successful and worthy. In short, self-
esteem is a personal judgement of worthiness
that is expressed in the attitudes the
individual holds" (Coopersmith 196?)
•
Biarns (l9T0) states further that self-esteem implies that individuals
experience feelings of worth and respect for what they are and do
not condemn themselves for what they are not. He observes that "low
self-esteem suggests self rejection, self derogation and negative
self evaluation." Self rejection, self derogation and negative self
evaluation become regular standard-bearers for yo\ing children as
they become aware of racial differences.
Lasker (1929) states "no cases are reported in which children
become aware of racial differences without a feeling about the
matter." Horowitz (1939) moves in the direction of specifying this
feeling in her comments on the incorrect race choices of the Negro
boys in her study. She states, "it may mean a desire to share in
selfhood of others without the restrictions of color value of skin.
This rejection of self is further explained in the spontaneous com-
ments of Negro children given as explanations for rejecting the
Tbrown doll or explanations for choosing the white doll (Clark and
Clark, 19UT, 1950):
1. Explanation of Rejection of Brown Doll:
"
' cause he * s ugly"
"'cause it don't look pretty"
"
' cause him black"
"got black on him"
"he looks bad 'cause he hasn't got
any eyelashes"
"because him foot ugly"
"looks bad all over"
"looks bad 'cause it don't look
pretty"
"'cause he is a nigger"
"'cause it looks like a Negro"
"I don't like brown"
"I look brown 'cause I got a sun tan"
2. Explanation of Choices of White Doll:
"'cause he's not colored like these"
"
' cause he ' s pretty"
"
' cause he ' s white"
"his feet, hands, ears, elbows,
knees and hair are clean"
"they are the best looking ' cause
its got pretty eyes"
"I'm a high yellow gal"
"'cause its white — it's pretty"
"my teeth are pretty — they're white
— my mother is white to"
The development of an awareness of racial differences leads
distressingly to a lowering of self-esteem through self rejection
behavior as described above. Apparently, the increased awareness
also leads to certain beliefs about self that result in some unusual
and \mexpected behavior. Clark and Clark (19^7, 1950) described
situations where some children at the beginning of the experiment were
relaxed and cooperative, became agitated and negativistic when they
were asked to make self-identifications. The Clarks state that
8their data show that the awareness of racial differences and racial
identity coincides with the awareness and acceptance of the exist-
ing cultural attitudes and values attached to race. They conclude
that it is clear that the Negro child by the age of five is aware
of the fact that to be colored in contemporary American society is
a mark of inferior status." So what one is beginning to see is that
low self-esteem in Black children is developed and maintained through
the cultural values and institutions of American society.
The emotional conflict caused by these cross-currents of
racial reality creates a burden on the Black child. Black children's
reactions to this burden are often negative to the children and
their racial group. This group-reality was noted by Goodman ( 196U)
who found that twenty-four percent of the Negro children felt
antagonistic towards Negroes and only nine percent felt antagonistic
towards whites. By contrast, she found that zero percent of the
white children felt antagonistic towards whites and thirty-three
percent felt antagonistic towards Blacks.
The young Black child's emotional conflict and inexorable
movement towards a negative self-esteem continues and develops into
antagonism against oneself and others like oneself, acceptance of
negative stereotypes, and assignment of aggressor tendencies.
Stevenson and Stewart (1958) found that Negro subjects between the
ages of three and seven placed Negro children in negative positions
more frequently than white subjects and chose Negroes more frequently
as being an aggressor-. They stated further that the children
were
which indicated not only awareness of racialresponding in a manner
9differences, but also the use of stereotyped roles. Radke and
Trager (1950) in their study of children's perceptions of social
roles also found Negro children aware of the stereotypes imposed
by the cultiore and accepting of these stereotypes. Much of the self
derogation described above continues into adolescence and young
adulthood.
Skin color rejection, identity confusion and feelings of
inferiority have been found among adolescents, college students, and
young adults (Bayton 19^1 > Johnson 19^1, Myers and Yochelson 19^8,
Steckler 195T> Yarrow et al 1958, Pettigrew 196^+, Noel I96U, Vontress
19Tlj Sciara 1972). Self-denigrating behavior by Negro youth, bet-
ween the ages of twelve and twenty is reported by Johnson (l9^l). He
noted a tendency of the Black youth to assign a disproportionately
large number of negative judgements to the color Black. For example,
39*5 percent of 837 boys checked black as the color of "The ugliest
girl you know," 10.8 percent checked yellow, and only 6.5 percent
checked light-brown. On the other hand, only 4.7 percent of the boys
checked black as the color of "The most beautiful girl you know",
but 43.8 percent checked light-brown, and l4.5 percent checked yellow.
Some of the spoken reactions to blackness are reminiscent of the
spontaneous statements made by the Negro children in the studies of
K. Clark and M. Clark (1947, 1950). For Example:
"Black is too Black"
"Black is ugly"
"Black people are mean"
"Black isn't like flesh"
"Black is bad because people make fun, and
I don't think it look good either"
"Black people can't use make-up"
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"Black looks dirty"
"White looks tetter than black"
"No Black people hold good jobs"
"Even in college they don't want to
take in blacks"
"Black are evil"
"You can't get along with Black people"
These statements are obviously negative and self—denigrating.
They also represent mechanisms for coping with the emotional con-
flicts caused by a racially oppressive society. These coping
mechanisms are described by Allport (l95^) as "persecution" — pro-
duced personality traits available, to the individual for use as ego
defenses. He states further that these traits "can be found among
members of groups that are set off for ridicule, disparagement, and
discrimination." Some of the ego defense traits are: "withdrawal",
"passivity", "self-hate", "aggression", "prejudice", "hypersensitive-
ness" and "vigilance".
Being vigilant or constantly on one's guard was noted by Davis
(19U0) who said, "Negro children revealed most vividly and often,
feelings of insecurity resulting from anticipated rejection or
insult from white children." Deutscher and Chein (19^8) listed
feelings of inferiority, rejection, submissiveness and martyrdom as
detrimental effects on members of the minority group. In his work,
Clark ( 1955 ) also describes young Negro children with acquired ideas
that cause feelings of humiliation, inferiority, self-rejection
appear to be among the dominant coping strategies employed by Black
children.
As the individual grows older Davis (19^3) states the negative
effects on the personality will become pronounced. Rejection of dark
11
skin color (Marks 19 ^+2 ), self hatred (Warner I9U1, Bayton 19U1,
1965) and various forms of agressive "behavior (Powdermaker I9U3)
are the most common forms of ego defenses that contribute to the
development of low self-esteem in the adolescent and young adiilt.
Further protection is available to the self concept if one
accepts the notions of a group identity and personal identity as
components of a self-esteem. Porter (l9Tl) suggests that people
have racial self concepts (group identity, i.e., how individuals
feel about themselves as members of a racial group) and personal
identity (i.e., one's basic sense of personal worth and adequacy).
Therefore it would be possible for one to have a low racial self-
esteem but a high personal self-esteem. I believe the separation
of group identity from personal identity is a viable mechanism for
protecting one's self-conception if and when one identifies with a
powerful, desired group. In other words, variations in Black
groups from region to re-gion and town to town will affect the self
concepts of Blacks in those places.
This section has traced the development of low self-esteem in
Black children and has. indicated its continued effects in adole-
scents and young adults. A brief discussion on self-protection
mechanisms was also presented. This latter discussion leads us
to the following questions: Do these ego defenses follow some
sequential pattern in the life of the individual? Do race aware-
ness and racial self-identity adhere to a stage developmental pro-
cess?
12
3* What are the stages of Black identity development? Black identity
theorists (Thomas 1971, Cross 1972, and Jackson 1976) regard most
of the self negating attitudes and beliefs held by Black children
and adults as aspects of early stages in the development of Black
consciousness and Black identity. Thomas (l97l) describes a pre-
stage condition called "negromachy" which he views as an unhealthy
state that causes the afflicted Afro-American to exhibit attributes
of compliance, subservience, repressed rage, and an oversensitivity
to racial issues. He states f\irther that the "white is right"
attitude maintains, protects and enhances lifestyles that eventually
lead to denial of self, and in some cases, denial of reality. In
sxjm, negromachy is that mental state in which the Afro-American
is ruled by confusion of self worth and shows dependency upon white
society for definition of self. As observed by Cross (1972), "Thomas
believes that negromachy is overcome by seeking a racial identity
which in turn becomes a conduit for discovering one’s unity with
man
.
"
Thomas presents a five stage process to this new racial
identity beginning with withdrawal . He states that control of self
through voluntary withdrawal to bring about an understanding of the
self is necessary if activities are to have a creative quality that
develops emotional, social and intellectual strengths" (Thomas
and Thomas 1971) . After the first stage the person enters the stage
of testifying about the struggle and pain of becoming Black. The
third stage, involves information processing around Black cultural
13
heritage. In the foiirth state of activity the person participates
in groups with other Blacks who are also engaged in the activity
of redefinition of Black identity, culture, values and community.
The fifth stage is called transcendental — the person transcends
the limiting issues of race, sex and social class and Becomes a
unique and integral part of humanity.
Thomas' concept of negromachy and the developmental stages of
Black identity are subsumed in the four stage paradigm presented
in Jackson's (19T6) Black Identity Development Theory. Jackson's
four stages are:
1. Passive Acceptance
2. Active Resistance
3. Redirection
U. Internalization
In each of these stages, the Black person is in the process of attempt-
ing to gain resources e.g. approval, sense of worth, goods, power,
money, pride, self-esteem, self-control, unique identity, etc.
STAGE ONE - Passive Acceptance . People in this stage are
accepting and conforming to white social,
cultTiral, and institutional standards. This
acceptance requires the rejection and devaluing
of all that is Black.
STAGE TWO - Active Resistance . People in this stage reject
white relationships, values, and activities
that support white people and/or white institu-
tions. This rejection may become all consuming
or people may feel the need to redirect their
14
personal energy towards the identification and
development of Black goals and values.
STAGE THREE - Redirection . People in this stage begin to
identify and develop Black values, goals,
structures
,
traditions
,
and behaviors
. They
believe that embracing or rejecting white
culture, values, and institutions is mis-
directed energy.
STAGE FOUR - Internalization . People in this stage seek to
gain a sense of wholeness in all aspects of
experience by integrating a developed positive
sense of self as a Black person with the other
aspects of personhood. They seek to integrate
their sense of blackness with other aspects of
their identity i.e. sexual identity, role
identity, spiritual identity etc.
Jackson’s stages closely parallels Cross' (l9T2) four stages:
1. Pre-Encounter - In this stage, a person is pro-
grammed to view and think of the world as
being non-black, anti-black, or the opposite
of black.
2. Encounter - In this stage, some experience
manages to slip by or even shatter the per-
son's current feeling about himself and his
interpretation of the condition of the Negro.
15
3 . Immersion - In this stage, everything of
value must he relevant to blackness.
Internalization - In this stage, the person
focuses on things other than himself and
his own ethnic or racial group.
The Black identity transformation models presented here put into con-
text the negative and toxic feelings about self and community that
many Black people experience in America.
In each of the transformation models, immersion in Black cul-
tural values and active involvement with other Blacks and/or
community projects were critical catalysts for Black Identity develop-
ment. This active involvement in the Black community forces one to
think about the role of the Black community in facilitating identity
development; the effects of community membership on standards and
values, customs, language; the nature of the group's social and
political structures; the group's leaders; the core religion(s),
the historical origins and traditions, the racial labels, and the
boundaries that define the group's differentness from other groups.
The impact of group membership and historic events on the
development of self-identity in Blacks has been noted by several
researchers. Prohansky and Newton (1968) identify the Negro s
perception of the significance and historic weight of his struggle
and seeing possibilities for action as being resources for feelings
of positive identity. Caplan (l9T0 ) in a review of empirical stu-
dies on the Negro, notes that both the Detroit and Newark studies
indicate that rioters have strong feelings of racial pride
and even
16
racial superiority. The same study found a tendency for rioters to
be stronger in the belief that all Negroes should study Negro his-
tory and African languages in the high schools. Caplan notes further
that Marx (196t) reported that militants prefer Negro newspapers
and magazines, are better able to identify Negro writers and civil
rights leaders, and have a more positive appreciation of Negro cul-
ture than non—militants
. It*s been further noted that Blacks who
are active in the civil rights movement tend to have a more favor-
able self image and attitude towards other Blacks (Noel 196U;
Maliver 19^5; Johnson I966 ). Although one may not view oneself
as a rioter or a militant the above studies state clearly the
positive correlation of personal activity for community change and
positive self-identity. Engaging in activities that further the
ends of one’s group serves to establish a sense of belongingness
and a self-identity.
U. What educational interventions have been used to assist positive
Black Identity Development? Educators have been slow in respond-
ing to the special needs of Black Americans. Teaching and coimseling
strategies for preventing and reducing the negative effects of
racism on the emotional development of Blacks is virtually non-
existent. Studies on school desegregation projects (Chesler 197^;
St. John 1975) suggest that the inter-racial setting provides
opportunity for increased understanding of one’s group status. In
many instances, however, this increased understanding is not a posi-
tive experience for the Black student.
IT
Awareness of the need for positive action is clearly illu-
strated hy an educator’s statement that the Black American "needs
continued opportunities to see himself and his racial group in a
realistically positive light. He needs to know what color and race
mean, he needs to learn about those of his race . . . who have
succeeded, and he needs to clarify his understanding of his own
group history and current group situation" ( Kvaraceus et al 196T).
This statement seems to be advocating intragroup education along three
specific themes for the education of a Black student:
1. Develop Racial Pride and Self-Esteem.
2. Develop a Success Model.
3 . Understand Group Status and History.
Intragroup education projects go beyond dependence on the desegre-
gated setting to specific courses in one's ethnic history (Kvaraceus
I96T; Grambs I968 , 19T2; Banks 1970) or teaching language arts to
culturally different children (Joyce and Banks, 19Tl)» In reference
to the development of success models, Kvaraceus et al (196T) suggests
that a school's "guidance procedures should demonstrate to Negro
youth that other Negroes have succeeded in moving up and out of the
ghetto ..." (Whether the premise of this statement should be con-
strued as a positive success model is debatable. And whether the
intragroup educator's approach reduces the negative effects of
racism on Black self-esteem is also debatable.) Some social refor-
mers call for a re-examination of the training of counselors
and the
revamping of the guidance procedures (Calia 1966 ; Banks 1970;
Contress 1971 ; Bryson 1975 ). Unfortunately, the
action has not gone
much beyond the exhortation stage.
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Although the effects of some of the above measures on Black
self-esteem cause some debate, what is not debatable is the psycho-
logical stress that many Black students experience in predominantly
white settings. The need is especially great for the Black student,
attending predominantly white colleges (Hargarve I9UI; Boone I9U1 )
who often holds negative stereotypes and attitudes about Blacks
(Bryant 19^0; Bayton 19^1; Hines I968 ) . College compensatory and
educational opportunity programs for minority students have revealed
the need to create learning evironments that would allow Black stu-
dents to feel a sense of belonging, ownership and relief from being
constantly on guard (Sowell 1972; DiCesare 1972*, College Entrance
Examination Board 1973; Henderson 1973). Although these programs
valued the development of a sense of belongingness in students,
racial pride and understanding of group status and history was not
stressed.
Although the educational response to meeting the self-esteem
and Black identity needs of Black students is inadeq_uate, the
literature does provide some important indicators one should con-
sider when developing future educational strategies. Following
are the indicators as noted in this chapter:
1. Develop Racial Pride and Self-Esteem
2. Develop a Success Model
3 . Understand Group Status and History
h. Participate in activities that strengthen
group- i dent ity
The present study design will take careful cognizance of these areas
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Svimmary
Negative effects on the emotional development of Blacks have
been noted in empirical and theoretical literature. In addition,
it has been advanced that ego defenses developed by victims of
oppression may have deleterious effects on self-esteem. Theories
of Black awareness and Black identity development supported by
empirical research present an enormous challenge to the education
establishment. The educational response to the challenge has been
inadequate. The challenge still to be met is whether the develop-
ment of a positive self concept can be facilitated deliberately
through educational procedures.
Where does one begin? As it was stated in the beginning of
this chapter, the overall strategy of this study would be to provide
direct assistance, through a learning process, to the victim experi-
encing the negative effects of living in a racist society . Selection
of an appropriate stage of the individual development for an educa-
tional intervention becomes a critical issue. The four items listed
above as important indicators for the development of educational
strategies for enhancing Black self-esteem, assume certain social,
academic and interpersonal skills that are increasingly available to the
developing individual. It is the yovmg adult who often displays
a sense of eagerness to learn more about self and others and
idealism
about bringing about community and social change. In addition,
the discussion on the positive catalytic effects of active
involve-
ment in community building projects on Black identity development
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suggests the young adult "between eighteen and twenty-five as an
appropriate educational intervention age-range. The college student
fits into this age—range. In addition, hy college age, a person's
identity has crystallized and most college students will graduate
with skills and desires to change society. Having the desire and the
opportunity to develop skills for changing societal structures is
of special importance to this author. For these reasons. Black college
students have been selected for the study.
In summary, this dissertation intends to address the challenge
of whether the development toward a positive self concept can be
deliberately facilitated through educational procedures. In the
next chapter I will describe a learning process designed to enhance
the self-esteem and Black identity development of Black college stu-
dents.
CHAPTER II
DEVELOPMENT OF A WORKSHOP LEARNING PROCESS
Introduction
This chapter will describe a workshop developed for the purpose
of increasing self-esteem and Black identity development in Black
students attending a predominantly white college. The workshop's
principal parts, i.e. goals, objectives and procedures, will be compared
and contrasted with corresponding aspects of an earlier workshop
(Griffin, 19T^). In addition, the theoretical foundation and design
of each workshop will also be examined for similarities and differences.
Finally, a description of this study's workshop will be provided at the
end of this chapter.
Workshop Goals and Objectives
A workshop format was employed by Griffin (19T^) in his study
concerning the enhancing effects of a group experience on Black aware-
ness and identity development of Black college students . This was the
only study found in the literature that addressed concerns similar to
those in this study, used a group-learning process as did this study,
and worked with students in the same age-group. Although the Griffin
study was not used as a model for this study, similarities and differences
between the workshops will be discussed to highlight the special
strengths
of the workshop developed for this study. The principal goal
of the
Griffin workshop was to help participants "bring to an awareness
level
their notions of four distinct stages of Black Consciousness
and Black
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Identity." These four stages were suggested by Milliones (1973)
resulting from a combination of two of the Black Identity develop-
ment theories (Thomas 1971 and Cross 1971) discussed in chapter one.
While the principal goal of Griffin's workshop stresses an awareness
process, the principal goal of the workshop in this study, in contrast,
stresses a analytic problem solving process i.e. to help participants
develop conceptual skills for analyzing the causes, results and pre-
vention of oppression. The principal goals of Griffin and this author
were directly influenced by a specific set of empirical data supported
in the literature
.
Griffin (197^) as noted above developed a set of group experiences
for increasing Black self awareness and identity based on the work of
Thomas (1971) » Cross (1971) » and Milliones (1973). Griffin \ased the
following four stage transformation model to organize the content of his
workshop
:
Stage I Pre-Cons cious
Stage II Confrontation
Stage III Internalization
Stage IV Integration
(See appendix A for descriptions.)
Using the above as a guideline he then developed the following nine
content-objectives
:
1. To become aware of "the individual’s world view
valuing Blackness."
2. To become aware of "the group's view of valuing
Blackness .
"
3. To become aware of the "I view of Blackness."
k. To become aware of "those experiences which bring
about feelings of powerlessness."
5 . To become aware of "individual and group perception
of the historical experiences of Blacks."
6. To become aware of "Black people's experience and
their transcendance as a race and the feelings
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of power and control in their present lives."
T. To answer the question "who am I?"
8. To become aware of "the group's perception of the
values of this society and personal self-oriented
values .
"
9. To become aware of "the group's projection of how
they will build for the future in their everyday
existence ,
"
The approach used by this author for organizing the content of this
study's workshop differed markedly from Griffin's approach. The basic
differences between the two approaches begins with the principles used
to organize the content and format of each workshop. The organizing
principles for this workshop, which are listed below, are a set of broad
summary statements extracted from the literature that reports on the
negative effects of racism on Black self-esteem and identity and suggests
what kind of individual and collective actions enhance self-esteem and
develop self-identity:
I. As a result of living in a racist society, many
Black children are subjected to negative psychological
stress about self at a very early age.
II. These negative feelings about self persist throughout
childhood and into adulthood and are subsequently joined
by negative feelings about one's own group as well.
III. The thoughts, feelings and actions of many Black
people sometimes parallel the negative stereotypes of
the white racist.
IV. Self-defining and community defining activities that
are race-specific and/or anti-racist in emphasis con-
tribute to an enhanced self-esteem.
V. Instructional programs for developing a positive
self-identity shoiild emphasize
a) racial pride
b) in-group success models
c) understanding of group status and history
d) participation in activities that strengthen
group-identity.
Using the above principles as a guideline, the author developed the
following twenty-five content objectives:
2U
1. To become aware of the common negative personal effects
of racism. (l,Vc)*
2. To become aware of one's view of Blacks as a group.
(II,Vc)*
3. To recognize toxic attitudes about self and one's
commimity. (ill)*
h. To become aware of one's view of oneself as Black.
(I, II)*
5. To begin to answer the question who am I as a Black?
(I, II, III)*
6. To become aware of behavior and attitudes that support
racism, (ill)*
?• To become aware of one's style of coping with racism and
the inner conflicts it generates. (ll)*
8. To experience an '’immersion” in Blackness. (lV,Va,b)*
9. To increase awareness of Black values. (Va)*
10. To practice nurturing behavior. (IV)*
11. To become aware of the behaviors and attitudes that
build a strong community. (lV,Vd)*
12. To learn the definition of power. (l7,Vd)*
13. To understand and practice defining self-interest. (lV,Vd)*
ik
.
To understand and use power strategies. (lV,Vd)*
15 . To understand and practice defining currencies of power.
(lV,Vd)*
16 . To understand and practice building coalitions. (lV,Va,d)*
17 . To become aware of feelings of power. (lV,Va,d)*
18 . To become aware of feelings of powerlessness. (lI,III,Vc)*
19 . To begin to understand how individual and group power
works in society. (lV,Vd)*
20. To apply the concepts and terminology of power to family,
work and community situations. (lV,Vd)*
21. To practice sharing and nurturing behavior. (lV,Vd)*
22. To plan back home strategies for building a strong Black
commiinity. (lY,Va,b,d)*
23 . To plan ways of directing more personal energy into the
development of Black self identity. (lV,Va,b,d)*
2k. To begin to develop skills for assessing commitment to
new behaviors
.
(l7,Va,b,d)*
25 . To begin to develop skills for identifying sources of
support for new behaviors. (lV,Va,b,d)*
* The reader should note that each objective has been coded for the
organizing principle(s) from which it was generated.
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The number of objectives that fit into each principle is as follows:
Principle I
Principle II
Principle III
Principle IV
Principle Va
Principle b
Principle c
Principle d
3
5
k
16
8
1
3
lU
It is obvious that principles IV and Vd are heavily emphasized in
this study's workshop. These two principles stress developing an
enhanced community - consciousness and skills in community - action.
Although one of Griffin's objectives (#6) seems to suggest develop-
ment of skills in community-consciousness, none of them call for the
development of skills in community - action. In fact, all of the
Griffin objectives focus on the development of the Black individual.
This is logical and -understandable since the organizing principles for
the workshop objectives was a four stage transformation Black Identity
Development model for individuals.
Another difference between the objectives of the two workshops
may be seen in the relative emphasis placed on awareness and skill
development. Eight of the nine Griffin objectives emphasize aware-
ness and the ninth (#T) is probably an awareness objective as well.
This author's workshop objectives are half awareness and half skill
development objectives.
Comparison of the two sets of workshop objectives reveals a narrow
individ-ual-focused approach on the one hand and a broad community-
focused approach on the other. Both workshops were concerned with the
increased enhancement of Black self-esteem and Black identity. The
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most comprehensive approach for achieving these ends will not be
decided by a comparative listing of objectives. What about the work-
shop designs and procedures?
Training Design and Procedures
Griffin (19T^) conceptualized that "contact with the notions of
each stage is the essential condition for developing identity and self
awareness" in Black college students. He was also convinced that a
group experience was "the best method for heightening the identity
transformation of Afro-Americans." The author of the present study
is convinced of the potency of a group format for encouraging indivi-
dual change. This author further agrees with Miles (l959jl9TO) who
observed "that individual growth and learning about group behavior"
seem to happen "best in a group setting". He noted the following
reasons
:
1. "shared Support" - " ... change in one’s own group -
relevant behavior, like any change, inevitably involves
risk. If behavior changes are attempted by members of
a group, the support they can give each other is ex-
tremely helpful."
2. "Added Resources" - "Training goes will in a group set-
ting because different individuals can provide widely
varied resources for intelligent behavior change by any
particular learner."
3. "The group as laboratory" " ... group situation ...
provides a learning laboratory which helps the in-
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dividual observe himself in relation to others."
U. "Immediacy" - "New behaviors are practiced where they
are needed and when they are needed."
5. "Realistic Success" - ... "the group situation helps
insure that learning goes on within realistic limits."
These group conditions for individual growth and learning are
created by the workshop’s training design. Havelock (1973) offers
fifteen principles for a "Good Training Design"
A. Structure — planning, defining objectives, specifying
learnings, specifying sequence of training
activities
.
B. Relevance — to objectives, social needs, back home
needs
,
trainee needs
.
C. Specificity — goals, learnings, training activities.
D. Generality — translating concepts into usuable form.
E. Reinforcement — trainee needs to feel good.
F. In-Process Evaluation and Feedback.
G. Openness and Flexibility of Design.
H. Linkage — internal-external resources.
I. Involvement — capture and hold attention of trainees.
J. Cost Effectiveness.
K. Redundancy — repeat, practice important points.
L. Synergy —— Multimedia approach.
M. Train for Psychological Wholeness of Learning
Attitudes
,
knowledge and skills
.
N. Train for Transferability — trying out and
practicing.
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0.
CorapatilDility — with trainee's personal history.
Based on extensive research on the effectiveness of alternative
training designs, McClelland (1969) and Alschuler's (l9T0) training
programs for developing achievement motivation offer the following
recommendations for designing workshops:
Me Clelland (1969)
P. "Convey information simply and vividly"
Q. "Arouse attention"
R. "Create and sustain an achievement oriented mood"
S . "stimulate fantasy"
T. "Encourage participation and make self study easier"
Alschioler (19T0) — Six Step Learning Sequence
U. Attend — get attention by creating moderate novelty.
V. Experience — provide an intense integrated experience
of the desired thought, actions, and
feelings
.
W. Conceptualize — label the experience.
X. Relate — relate the experience to ones ideal image of
self, the demands back home, and ones cultural
values
.
Y. Apply — practice the new syndrome.
Z. Internalize — gradually shift from external support to
individual maintenance.
Griffin's workshop and the workshop used in this study may be evaluated
for adequacy and completeness using these 26 criteria.
Griffin's objectives were addressed in ten 2-hour weekly sessions
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that employed a theme-centered interaction approach. This approach
( Theme— Centered Interaction Method, Cohn I965) is primarily a dis-
cussion model that stresses participant sharing of the here and now
thoughts and feelings evoked by the theme chosen for a particular
session. Participants are given a few minutes of silence before the
discussion to think about the theme and any related personal ex-
periences they've had with it. A brief exercise to heighten the
here and now awareness is also utilized in this approach. Partici-
pant's awareness and? communications skills are generally enhanced by
this method. The objectives of this study's workshop were addressed
in five 3-hour sessions over a three day period, (see table 2:l)
Inventories, questionnaires, group discussion and a simulation were
all employed in the execution of this workshop design. Participants
were encouraged to share all feelings including embarrassment, anger
and rage. The central theme was to strive always for self and group
study in a sharing and nurturing environment.
This present study differs from Griffin's in the completeness of
its implementation strategies. Griffin theorizes that awareness and
contact with the notions inherent in each stage of a Black identity
development transformation model *’is the essential condition for
developing identity and self-awareness in Black college students."
Therefore the development of awareness skills and processes are
extremely important to him. The driving force of this study, however,
is predicated on the belief that increased self-esteem and identity
among Black college students will occur in direct proportion to in-
dividuals understanding of how they have become who they are and how
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they can become who they want to be. So the development of analytic
and problem solving skills is of paramount importance in this study.
Table 2:1 illustrates the difference in the implementation strategies
utilized in the two workshops. This study's workshop addressed
eleven items that Griffin's did not. Five of the eleven items are
concerned with back home application, translation, linkage, and trans-
ferability. These items refer to one's group relationships and there-
fore, require group oriented strategies. Since this study's workshop
stressed community development and Griffin's did not, it should be
expected that group-oriented implementation strategies would not be
addressed by Griffin. The simulation experience that covers six of
the fifteen hours of this study's workshop account for the other six
implementation strategies not covered by Griffin's workshop. The
specific items are:
K. Redundancy — repeat, practice important points.
M. Train for Psychological Wholeness of Learning -
Attitudes
,
Knowledge and Skills
.
R. Create and sustain an achievement oriented mood.
S. Stimulate fantasy.
V. Experience — provide an intense integrated experience
of the desired thoughts, feelings and actions.
W. Conceptualize — label the experience.
The analysis presented in table 2:1 strongly suggests that this
study's workshop is more comprehensive compared to the Griffin workshop.
The following five implementation strategies are either underutilized
or absent from this study's workshop:
F. In-Process Evaluation
G. Openness and Flexibility in Design
L. Synergy - Multi-media
P. Convey Simply and Vividly
Z. Internalize
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Table 2:1
Comparison of workshop design principles employed in
Griffin's and Jefferson's workshop implementation strategies.
Griffin Jefferson
A. Structure - planning, defining X X
B. Relevance - back home needs. X X
C. Specificity - goals, learnings X X
D. Generality - translating to use - X
E. Reinforcement - feel good X X
F. In-Process Evaluation - -
G. Openness Sc Flexibility Design - -
H. Linkage - Internal-External - X
I. Involvement - hold attention X X
J. Cost Effectiveness X X
K. Redundancy - X
L. Synergy - Multimedia - —
M. Psychological Wholeness — X
N. Train for Transferability — X
0. Compatability - personal history X X
P. Convey simply and vividly X
Q. Arouse attention X X
R. Create achievement — X
S. Stimulate Fantasy — X
T. Enco^lrage Self Study X X
U. Attend - get attention X X
V. Experience - intense integrated — X
W. Conceptualize - label — X
•v
X. Relate
JL
Y . Apply
— X
Z. Internalize
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The lack of F and G may cause participants to view the process
as too rigid. This may then lead to participant rebellion against
the process, content and facilitator. Not making more use of multi-
media (L) approaches adds to the possibility of participants viewing
the workshop as rigid. Some of the ideas in the workshop are complex
and are not always presented simply and vividly. This may cause con-
fusion for some participants causing some disinterest and rejection
of tasks. Lastly, the workshop does not include follow-up activities.
As a res\ilt, internalization of many of the potential learnings from
the workshop may not occur at all.
Black College Student Workshop
The workshop developed for this study occurred over a three day
period and consisted of five three hour sessions (see table 2:2).
An outline of each session will be presented below. Each session
outline will include: (l) synopsis, (2) objectives, (3) activities
and (U) workshop design principles. Copies of the materials and
exercises used may be found in the appendices.
Session I .
Synopsis . ’’Black Reality Defined” - In this session, students
are asked to inventory and diagnose the effects racism
has had on their view of self and others. Their
personal discoveries will be shared with others in an
effort to determine the common negative personal ef-
They will be encouraged to helpfects of racism.
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Table 2:2
Schedule of Workshop Sessions and Main Activities
1st Day 2nd Day
MORNING
No Session Session II
"Black Self
Session V
"Black Reality
Affixation"
(Activity -
Black Opinions
Questionnaire -
Celebration of
Blackness
)
Redefined"
(Activity -
Action plans
for future
change
)
AFTERNOON
No Session Session III No Session
"The Roots of
Oppression"
(Activity - Define
Racism - Rover
Simulation)
Session I
"Black Reality
Session IV
"The Process of
No Session
EVENING Defined"
(Activity -
Critical Events
Inventory)
Liberation"
(Activity -
Information
Processing
Models)
others to face and discuss past experiences that may
he embarrassing and/or painful. The nurturing effect
of mutual sharing will lead to increased Black aware-
ness .
Objectives
. 1. (l,Vc) - To become aware of the common negative
personal effects of racism.
2. (lIjYc) - To become aware of one's view of
Blacks as a group.
3. (ill) - To recognize toxic attitudes about self
and community.
k. - To become aware of one's view of one-
self as Black.
5. ( I, II, III) - To begin to answer the question
who am I as a Black?
10. (IY) - To practice nurturing behavior.
Activities . 1. Introduction to the Workshop (see appendix B)
.
A 2ig page paper describing the intent of the work-
shop is read to the participants. The paper talks
about racism and how it can cause its victims to
forget who they are. An excerpt from Malcolm X's
autobiography is used to illustrate the point.
2. Critical Events Inventory (see appendix C)
.
This is a sixteen item inventory that requires
eighty minutes to complete. Each item is an event
that is generally common to the Black experience in
America. Participants are asked to answer the same
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seven questions about each event e.g. context,
age, feelings, thoughts, actions, present affects,
and other comments. The inventory is designed to
help participants become aware of the shared ex-
periences of racism on the lives of Black Americans.
Some of the items on the inventory will cause parti-
cipants to remember situations that will bring
feelings of anger, shame, frustration and rage to
the surface. Some will not want to go on because
of the pain of these feelings . A caring and nur-
turing climate needs to prevail.
Workshop Principles . A, B, C, D, I, 0, T, U, X.
Session II .
Synopsis . "Black Self Affirmation" - This session begins with a
questionnaire that provokes discussion on the self
protective behavior of Black folk. The norm of help-
ful and nurturing interaction, established in the
first session, is continued. The discussion on the
questionnaire flows into the areas of Black values and
Black pride. The session ends with an exercise called
"The Celebration of Blackness."
Ob.lectives . 6. (Ill) - To become aware of behaviors and at-
titudes that support racism.
7. (ll) - To become aware of one’s own style of
coping with racism and the inner conflicts it
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Activities
.
generates
.
8. ( IV) - To experience an "immersion" in Black-
ness .
9. (Va) - To increase awareness of Black values.
10. (IV) - To practice nurturing behavior.
11. (iVjVd) - To become aware of the behaviors and
attitudes that build a strong Black commmity.
1. Black Opinions Questionnaire (see appendix D)
.
This is a fifteen item questionnaire that requires
approximately twenty minutes to complete. Each item
is a statement that is representative of some ego
defense attitude, belief, or behavior practiced by
victims of oppression. After the questionnaire
is completed and participants have shared their re-
sponses with each other, they are encouraged to
analyze each item in order to determine those be-
haviors that support a positive Black identity and
those that do not.
2. Celebration of Blackness Exercise (see appendix
E). The main objective of this exercise is to help
participants identify and share unique Black ex-
periences found in one*s family and community. The
leader of the exercise asks the group to respond to
a series of stimulus questions. The questions invite
participants to remember old sayings, superstitions,
rituals, games, rhymes, poems, gestures etc. The
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pace of the exercise is lively and participants
responses are discussed in the context of Black
heritage and Black culture. Excerpts from articles
on Black culture, e.g. Black values. The Dozens,
Shine and The Signifying Monkey are utilized to en-
rich the discussions (see appendices F and G)
.
Workshop Principles
. A, B, C, D, E, I, K, M, N, 0, P, Q, S, T,
U, V, W.
Session III .
Synopsis , "The Root of Oppression" - This session begins with a
brief discussion on racism and its definitions. The
view is advanced that power is essential for racism
and all forms of oppression. Understanding how power
works equips them with tools for effecting change in
themselves and institutions. They will participate in
power simulation exercise to learn these new skills.
Objectives . 12. (lV,Vd) - To learn the definition of power.
13. (lV,Vd,a) - To understand and practice defining
self-interest
.
li+. IIV,Vd) - To understand and \ise power strategies.
15. (lV,Vd) - To understand and practice defining
currencies of power.
16. (lV,Vd,a) - To understand and practice b\iilding
coalitions
.
17. (lV,Vd,a) - To become aware of feelings of power.
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l8. (lIjIIIjVc) - To become aware of feelings
of powerlessness
.
Activities » 1. Peabody Power Game (see appendix H)
.
The Peabody Power Game is a simulation exercise
with a playing time of 23$ hours and a debriefing
time of the same length. Participants separate
into groups and identify a goal they’d like to see
accomplished during the course of the simvilation.
A series of five rounds are played diiring which time
the groups form coalitions in order to get support
for the achievement of mutual goals. At the end of
each round a set of power-points are re-distributed
to the group or coalition that out-maneuvers the
other groups . At least 30 minutes of the playing
time should be video-taped for use during the de-
briefing time. Participant investment of a nominal
sum to go to the winning team heightens the realism
of the experience.
Workshop Principles . A, B, C, D, I, K, L, M, N, 0, S, U, V.
Session IV .
Synopsis . The process of Liberation - Reactions to the power
simulation exercise are used as a vehicle to study the
liberating process . This process encourages you to
name your environment as you see it, classify that
information in your own terms and develop action
39
O'b.lectlves
Activities
strategies for changing yourself and/or your
situations
.
. 19. (lV,Vd) - To begin to understand how in-
dividual and group power works in society.
20. (iVjVd) - To apply the concepts and terminology
of power to family, work, and community situations.
21. (lV,Vd) - To practice sharing and nurturing
behavior.
. 1. Debriefing the Power Simulation
At the end of the simulation's playing time, each
participant is given a self evaluation questionnaire.
Participants are asked to answer questions about
their self-interests during the simulation, their
use of power strategies, their feelings of power
and impotence
,
and any other observations about the
development and use of power. During the first part
of this session participants return to the groups
they were in during the simulation and discuss their
answers to the self-evaluation questionnaire. The
full group convenes soon after to participate in a
general discussion during which the participants are
encouraged to identify implications and generali-
zations from the simulation behavior to society or
one's community behavior. The video-tape is played
at what the facilitator thinks is an appropriate
time during this session. Participants observa-
Uo
tions become more insightful after video tape feed-
back and generalizations about learnings and ap-
plications become more incisive.
Workshop Principles . A, B, C, D, E, G, H, K, L, 0, T, W, X, Y.
Session V .
Synopsis . "Black Reality Redefined" - This session involves
planning for personal change. They are asked to
examine their current roles in terms of the con-
tribution to their increased Black awareness and
development of a Black identity. They are encouraged
to prepare a written plan listing their action
strategies for personal change.
Objectives . 22. CVa,b,d,IY) - To plan back home strategies
for building a strong Black community
.
23. (.Va,b,d,IV), - To plan ways of directing more
personal energy into the development of Black self
identity.
2k. (Va,b,d,IV) - To develop skills for assessing
committment to new behaviors
.
25. (Va,b,d,IV) - To develop skills for identifying
sources’ of support for new behaviors
.
Activities . 1. Developing An Action Plan - The facilitator
spends the first fifteen minutes of this session
describing each of the workshop activities be-
ginning with the first session. The participants
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are then asked to list the experiences that
occurred during the workshop that were most im-
portant to them. They are then instructed to write
a statement for each of these experiences describing
the learning and meaning the experiences held for
them. Sharing and discussion of some of those
meaning" statements is almost always energizing
and appreciated by the participants. After a short
sharing and discussion session, participants are
then asked to take one of their important ex-
periences along with their meaning statement and to
write what action they plan to take as a result of
this experience. Participants are cautioned to make
the first actions small and manageable . Once this is
done, participants are asked to rate themselves as
to the likelihood that they would follow through on
that action (e.g. 90 per cent chance I will etc.).
Participants then answer the question of what re-
sources in this room or elsewhere might I employ in
order to raise my chances of follow through? If
there are people in the room identified as resources,
then time is given to participants to negotiate sup-
port-contracts . After completion of one experience
through the action steps, participants are invited to
share their experience, meaning statement, action plan
and resource-supports with the group. If there is
time the participants may choose another ex-
perience and work it through the action steps
.
Participants are encouraged to continue the process
at home. Discussion focuses on application back
home. A verbal evaluation of the workshop is in-
vited during the last 10 minutes.
Workshop Principles
. A, B, C, D, E, H, I, K, N, 0, P, T, W, Y.
SirmTnary
This chapter has described the development of a workshop
learning process that was used as the treatment design for this study.
The workshop experiences and exercises that participants engaged in
placed a heavy emphasis on the development of analytic and problem
solving skills. A comparison was also made between this study and a
study (Griffin 1973) with a similar overall goal. Major differences
were noted between the theoretical emphases of each. The Griffin
study emphasized awareness and the question "who am I? This study
includes awareness and the question "who am I?" but stresses the
questions "how did I become who I am?" and "how do I become who I want
to be?" A comparison of this study’s workshop activities and procediires
with the five organizing content principles and the twenty-six design
principles discussed in this chapter reveals a few gaps in the work-
shop. This study did not include an activity for developing in-group
success models. In addition, the following implementation strategies
were either under-utilized or absent:
1. In-Process Evaluation and Feedback
^2
2 . Openness and Flexibility of Design
3. Synergy-Multi-Media Approach
Simple and Vivid Conveyance of information
5. Internalization process that would allow a gradual
shift from external support to individual maintenance.
The impact of the workshop on participants is not expected to be
reduced by these omissions. However, the student’s social context,
which will not be directly influenced by this study’s workshop, can
play an important role in the maintenance or diminution of new
learnings about self. The extent to which the student’s social
context influences workshop learnings will depend to a large degree, on
the student’s Black identity development on which the workshop is in-
tended to have a major affect.
C H A P T E R III
METHODOLOGY AND PROCEDURES
The previous chapter described a workshop for increasing the
self-esteem and Black identity of Black college students
. This chap-
ter will describe the methods and procedures used to evaluate the ef-
fects of the workshop on the participants . This study will attempt
to answer the question: To what degree will participation in a Black
College Student Workshop increase Black identity development and
positive feelings about self as compared to Black students who do not
participate in the workshop?
Sub.iects
A treatment group of twenty Black college students were randomly
selected from a group of forty-six volunteers. All forty-six volun-
teers were commuter students attending the same upstate New York two-
year college. The forty-six volunteers were recruited by a Black
counselor who had participated in a workshop conducted by this author.
Because the counselor thought that a similar experience woiold be
beneficial to the Black students attending the predominantly white
two-year college where she worked, she asked me to consider making
a presentation of the workshop. All of the participant recruitment
was done by the counselor who informed the students that half
the
students would be invited to attend the first of two workshops
and
that the second half of the group would be invited to
attend the
second workshop. All of the volunteers were recruited
by word of
UU
mouth. They were all informed that the first workshop was being
evaluated and that each of the volunteers (those attending the first
workshop as well as those who were not) would be asked to complete
two evaluation measures. Although the counselor described the focus
of the workshop as the development of Black awarenes and Black
identity
,
the most attractive feature was that it was a workshop for
Blacks, about Blacks, and facilitated by Blacks. The list of forty-
six volunteers were alphabetized, assigned a number of one to forty-
six and using a table of random numbers, randomly assigned into two
groups . One group was invited to the first workshop and was there-
fore designated the experimental (treatment) group. The second group
became the control group. Twenty-one students were obtained from
twenty members in both the treatment and control groups.
The treatment and control groups were compared on the background
variables of age, sex, college year and residence and found to be
highly comparable on these factors (see Table 3:l).
Design and Instrumentation
Both the treatment and control groups participated in a post-
test only design and were administered the Tennessee Self Concept
Scale and Part II of the Jackson Black Identity Development Inventory.
The control group did not participate in any training or orientation
session. The treatment group participated in a Black College Student
Workshop (see Chapter two for description).
The post-test only design was selected because alternative forms
Table 3:1
Comparison of
Sex, Age,
Treatment and i
Year in College
I!ontrol Groups by
and Residence
Treatment ( tf
)
Control(#
)
SEX M 10 T
F 10 13
AGE 18 5 k
19 2 6
20 10 5
21 3 5
YEAR 1st 9 T
IN 2nd 11 13
COLLEGE
RESIDENCE Urban 18 18
Suburban 2 2
Rural 0 0
of the evaluation instruments used in this study were not available
and this author had some concerns about the effects of a pre-test on
the treatment group during the workshop. In addition, since alter-
native forms for each evaluation were not available, the potential for
gains on the post-test due to pre-testing experience is greatly in-
creased. A post-test only design eliminating the possibility for this
kind of testing effect and the interaction between testing and treat-
ment. This represents a clear advantage of the post-test only design.
The disadvantages of the post-test only design include the fact that
there is no guarantee that the subjects begin at the same place on
the measures. Also, the assessment of the degree of change is greatly
limited by the lack of pre-test data. Both the control and test
groups were administered the post-test measures one week after the
treatment. We obtained twenty appropriately completed Tennessee Self
Concept Scale forms from both the treatment and control groups and
only thrity-two (sixteen from each group) of the Jackson Black Identity
Development Inventory - Part II. It was not convenient to administer
the evaluation instruments a second time.
The Tennessee Self Concept Scale (TSCS) was chosen for several
reasons. First, the TSCS separates the self-concept into eight sub-
selves. This delineation should allow the opportunity to accurately
pinpoint the parts of the self-concept that is most influenced by the
workshop. Second, the relevance of the TSCS to Afro-Americans was
demonstrated in a study on the self concepts of two groups of Black
female college students (Samuel and Laird 197^)- Third, the TSCS
provides a counseling form which affords the opportunity to
provide
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feedback and counseling to those participating in the study.
The Tennessee Self Concept Scale consists of 100 self de-
scriptive items on which subjects are asked to assess themselves as
if they were describing themselves to themselves.* The responses
to the TSCS are summed to form the following nine categories:
Identity, Self Satisfaction, Behavior, Physical Self, Moral/Ethical
Self, Personal Self, Social Self and Self Criticism. The following
are brief descriptions of these categories along with several il-
lustrative test items from the TSCS manual and test booklet (Fitts,
1965):
1. Identity - Individuals are. describing their basic
identity — what they are as they see themselves.
(Test items for this category cut across the cate-
gories of Physical Self, Moral/Ethical Self, Personal
Self and Social Self.)
Test Items : I have a healthy body.
I am a decent sort of person.
I am a cheerful person.
I have a family that will always
help me in any kind of trouble.
I am a friendly person.
*Responses
:
Completely Mostly
False False
Partly False
and Mostly Completely
Partly True True True
1 2 3 k 5
kg
Influence of Training Program : The workshop activities
in general will focus on the question who am I?
Participant's workshop experience with this question
should produce a positive effect on this scale.
Self Satisfaction — Individuals are describing how they
feel about the self they perceive. (Test items for this
category cut across the categories of Physical Self,
Moral/Ethical Self, Personal Self and Social Self.)
Test Items : I am neither fat nor too thin.
I am satisfied with my moral behavior.
I am satisfied to be Jiast what- I am.
I am satisfied with my family relation-
ships .
I am as sociable as I want to be.
Influence of Training Program ; The workshop activities
in general will focus on the question who am I? In ad-
dition, the specific workshop sessions with the Cele-
bration of Blackness and the Power Game Simulation should
have direct influence on this scale.
3. Behavior - Individuals are describing their perception
of the way they function. (Test items for this category
cut across the categories of Physical Self, Moral/Ethical
Self, Personal Self and Social Self.)
Test Items : I take good care of myself physically.
I am true to my religion in my everyday
life
.
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I can always taJce care of myself in
any situation.
I try to play fair with my friends and
family
.
I try to understand the other fellow's
point of view.
Influence of Training Program : This scale should be in-
fluenced in a positive direction because the workshop en-
courages participants to participate in positive self-
analysis of themselves and their behavior.
Physical Self - Individuals are presenting their view of
their state of health, their physical appearance, skills
and sexuality.
Test Items : I am an attractive person.
I do poorly in sports and games
.
Influence of Training Program : This scale is not expected
to be significantly influenced by the workshop. The work-
shop does not focus on health, physical appearance or
sexuality.
5. Moral/Ethical Self - Individuals describe their moral
worth, relationship to God, and their feelings of being a
good or bad person.
Test Items: I wish I could be more trustworthy.
I am satisfied with my relationship to
God.
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Influence of Training Program : This scale is not ex-
pected to be significantly influenced by the workshop.
This is an aspect of the self concept that the author
believes most college freshman and sophomores are less
interested in compared to other self concept aspects
.
6. Personal Self — Individuals describe their sense of
personal worth, their feeling of adequacy as a person
and their evaluation of their body or their relationships
to others.
Test Items : I have a lot of self-control.
I wish I didn't give upas easily as
I do
.
Influence of Training Program : This scale shoilLd be
moderately influenced in a positive direction because the
workshop encourages the participants to strive for in-
creased accuracy in self-description and analysis.
7. Family Self - Individuals describe their feelings of
adequacy, worth and value as a family member.
Test Items : I take a real interest in my family.
I give in to my parents.
Influence of Training Program : This scale is not expected
to be significantly influenced by the workshop. The
workshop does not focus on family member issues
.
8. Social Self - Individuals describe their sense of
adequacy and worth in their social interaction with
other people in general.
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Test Items: I do not forgive others easily.
I find it hard to talk with strangers
.
Influence of Training Program : The workshop encourages
self-disclosure in a variety of contexts. This activity
should have a positive influence on this scale.
9* Self Criticism — This scale is composed of 10 items taken
from the L — Scale of the Minnesota Multiphasic Personality
Inventory (1951) • These are all mildly derogatory state-
ments that most people agree to. Higher scores indicate a
healthy openness and a capacity for self-criticism. Low
scores indicate defensiveness and suggest that other scale
scores may he inflated.
Test Items : I gossip a little at times
.
At times I feel like swearing.
Influence of Training Program ; The self-analysis, mutual
sharing, and feedback activities of the workshop should
have a high positive influence on this scale.
The first eight scales listed above are combined to form a total
score which is reflective of the overall level of self-esteem. This
score is called the total positive score.
The normative procedure for the TSCS involved "a broad sample of
626 people" (Fitts I965). The TSCS manual describes the sample as
including people from varioias parts of the country representing ap-
proximately equal numbers of both sexes and ranging in age from 12 to
68. The manual indicates further that although the standardization
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group consisted of Blacks and Whites representative of all social
and economic levels, the norms are overrepresented in number of
college students and white persons (Fitts I965).
In reference to the test-retest reliability of the TSCS, the
manual reports a .92 correlation for the total overall self-esteem for
a sample of 60 college students after a two-week period. The manual
describes a set of comprehensive validation procedures for the TSCS.
Content validity was achieved through the unanimous agreement of 7
clinical psychologists on the classification of each test-item.
Ninety items were chosen in this fashion and it was assumed that the
categories iised in the Scale were ’’logically meaningful and publicly
commiani cable ” . The manual also describes a validation procedure based
on discrimination between groups. The scores of a group (369) of
psychiatric patients were compared with the 626 people in the norm
group. The statistical analyses demonstrated highly significant
(mostly .001 level) differences between the two groups on practically
every score used in the TSCS. A comparison of the norm group with a
group of people characterized as high in personality integration re-
vealed a difference from the norm group in a direction opposite from
that of the psychiatric patient group. Finally, correlations with the
Minnesota Multiphasic Personality Inventory based on tests from 102
psychiatric patients (McGee I960) were also found to be in the expected
direction.
The second evaluation measure used in this study was the Jackson
Black Identity Development Inventory - Part II. This inventory was
originally constructed by Jackson (19T6) to test the concurrent
validity
of a J6 item multiple choice scale he had developed to test his theory
of Black Identity Development (see Chapter one). The inventory con-
sists of four brief excerpts from the autobiographies of four Black
authors. Each excerpt has been selected by Jackson (19T6) to be il-
liastrative of one of the stages of his theory of Black Identity De-
velopment (see appendix l). The subjects are asked to respond to
open-ended questions, following each excerpt, see below:
Excerpt I .
Synopsis . This excerpt describes an encounter in a hospital be-
tween a young Black intern and a white woman who had
expressed negative stereotypes about Blacks nineteen
years earlier. The Black doctor remembered his hurt
from years before and also recalled that his father had
said "don't worry about it. Prepare yourself and your
‘time will come .
"
A. What should the physician have said to the woman
when she said, "So many of you kids have done well,"
and why?
B. What is your reaction to the father's "little
truism.
"
C. What are your personal reactions to this story?
Excerpt II
Synopsis . This excerpt describes the white man as a devil,
cruel, evil and greedy. The excerpt states that it
is especially in the white man's behavior towards the
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non-white that these traits are most evident.
Finally, the excerpt suggests that the Black man will
gain self-respect only after he has made every effort
to build his own businesses and community.
A. Do you believe that whites are devils individually
or collectively? Why?
B. Are the strategies outlined in the second para-
graph strategies that all Blacks should participate
in?
C. What are your personal reactions to this view-
point?
Excerpt III .
Synopsis . This excerpt describes a new Black psychologicsil con-
sciousness that states, among other things, that white
approval is not a basis for the rise and expansion of
Black unity.
A. Is this an accurate description of where Black
people are?
B. How close is this excerpt to your own thinking and
behavior?
C. What are your disagreements with this statement?
Excerpt IV .
Synopsis . This excerpt describes how the racism in American
society has an evil influence on the white man. It
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further suggests that this societal condition makes
it nearly impossible for people not to be conscious
of their color differences.
A. Is this an accurate description of American
society?
B. If you agree with this analysis, what are the
behavioral implications for you as a Black person?
In other words
,
what should you be doing?
A set of three judges were selected to read each inventory and
to rate that person's dominant stage of consciousness. The three
judges were three Black women who had participated, on separate
occasions, in a Black Identity Development workshop conducted by this
author. The following steps were utilized in the training of the
judges
:
1. Each judge was given a copy of a description of
Jacks-on's (19T6) Black Identity Theory to read and
study.
2. Two completed practice questionnaires were given to each
judge with instructions to rate each of the question-
naires according to the dominant Black Identity stage
exemplified in the answers.
3. Each judge received individual instruction from the
author in order to further clarify and deepen their
understanding about each transformation stage.
4. As an aid to the analysis process, each judge was
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taught to use a five point scale for assessing the
goal-consistency of each set of answers to the
questions following each excerpt. The judges were in-
structed to give a 5 to a set of answers that were
very high in consistency with the goals of that stage,
a U if the consistency was high, a 3 if it was moderate,
a 2 if it was low and a 1 if it was very low. The
same scoring should be used for persons making specific
statements against that stage's goals. In other words-,
if the answers express sp)ecific opposition to the goals
of that stage then a 5 should be given for a very high
disagreement, a 4 for high disagreement, a 3 for moderate
disagreement, a 2 for low disagreement and a 1 for very
low disagreement.
5. The judges were given another set of two completed
questionnaires to practice these procedures. This author
continued to be available for consultation and support.
6. Working with each judge separately allowed the author
to pinpoint individual biases in approach to the task
that were then generalized by the author into a set of
"do's and don'ts" procedures and shared with all the
judges. These procedures were intended to standardize,
as much as possible the judgement - response of each
rater. The procedures dealt primarily with the scoring
task and were as follows :
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a. Check answers against the goals for each
stage - he careful not to be seduced by the
well written answer.
b. Do not allow the cumulative scores to the
answers in each excerpt influence your judge-
ment about the designation of stage dominance
for that person. The scoring process should
be used primarily to discipline your self to
focus on the goals of that particiilar stage.
c. When scoring each excerpt try not to interpret
for or against what is not there - look for a
specific statement of the actual goal first
and then give your numerical rating for agree-
ment or disagreement.
d. You are engaged in two processes - i. giving
a numerical rating according to the agreement
or disagreement of the answers to each excerpt
with the goals of that stage, ii
.
judging
the overall dominant stage of each subject.
e. Dominant stage - a person can be represented
to some degree in all four stages . Your task
however is to determine in which stage the
person has the most clarity and the highest
consciousness and acceptance.
f . The Stages
:
I. Person embraces the values and beliefs
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of "the white dominant culture.
II. Person rejects the values and
beliefs of the white dominant
culture
.
(when actions look similar to stage
III think of the Stage II person's
behavior as being externally moti-
vated and respondent).
III
. Person embraces the values and
beliefs of the Black American
culture
.
(When actions look similar to stage
II, think of the stage III person's
behavior as being externally moti-
vate d from one ' s own group and
operant)
.
IV. Person seeks inter-ethnic/racial
group understanding and a multi
-
ciiLtural society.
g. If participants agree with some point of an
an excerpt then in most cases they are sup-
porting the goals of that stage. To what degree
is your determination.
h. Watch out for the "Yes but" statement. A person
may appear to be where he isn't. The state—
6o
nien't "that follows the '*bu.t" is often where
the person's heart really is.
The average combined rater agreement for the three Judges was
Ql%. For two of the Judges the agreement rate was 9h% (see table
3:2) .
Jackson developed this measure to provide a validity check on
a seventy-six item multiple choice measxu^e that was used to determine
the stage dominance of respondents
. Both measures served as a test
of concurrent validity for the other. Comparison of the two tests
revealed an agreement rating of Sk%.
Table 3:2
Percentage of Inter-Rater Agreement
AB AC BC
9h% 'jZIo 12%
In addition to the Jackson Black Identity Development Question-
naires - Part II and the Tenessee SElf Concept Scale, the author has
made interview contact with ten of the subjects who participated in
this stuc3y four years ago. Since the two measures discussed above
will only assess a narrow range of short teim attitudinal change,
this author felt it would be useful to get some notion of whether
there may have been long term, behavioral or attitudinal changes of any
kind. The interviews are not systematic research but are exploratory
in nature. The subjects contacted were all in the treatment group.
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They each responded to the following questions:
1. Hello, ... how are you doing?
2. I am currently involved in a research project that
you are a part of. I'd like some more help from
you.
3. Do you remember the workshop on Black identity?
What do you remember specifically?
4. How have you used any of the workshop learnings or
experiences?
5. What areaCs) of your identity as a Black male/female
have you worked on since the workshop?
6. What could have been added to the workshop to produce
more growth and consciousness?
7. It is my understanding that a shattering, traumatic
experience causes many Blacks to focus on themselves
as Blacks. Have you had any such experience(s)?
8. You've been very helpf\il
,
is there anything else you'd
like to add?
9. Thank you, good-bye.
Limitations
1 . Treatment — It was noted in the last chapter that the
following implementation strategies were either under-
utilized or absent:
a. In-process evaluation and feedback.
b. Openness and flexibility of design.
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c. Synergy - miilti-media approach.
d. Simple and vivid conveyance of information.
e. Interneilization process that would eLLlow a
gradual shift from externaJ. support to in-
dividual maintenance.
The absence of the above may decrease the short and long
term effects of the workshop.
2. Subjects - The one age group (college students) limits
generali zability
.
3. Limited background data for determining degree of
comparability combined with the post-test only design
may lead to inaccurate conclusions about the effects of
the treatment. Also this design does not allow one to
pinpoint the specific intervention that caused a change.
L. Immediate post-test application is not necessarily an
indicator of long term change.
5. Instruments measured only short-term results and focus
primarily on attitudes as opposed to behavior. Other
limitations include the uncertain level of validity
for the Jackson Black Identity Developement Questionnaire
- Part II and the problems of coder-reliability as-
sociated with this measure.
6. Follow-up Interviews - The follow-up interviews will
involve members from the treatment group only. The in-
terviews will not employ a standardized interview
schedule and will be exploratory in nature. The data
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from "these in"berviews should sugges"t longer "term
behavioral impact that wo\ild have to be tested
rigorously later.
Summary
Because of the limitations discussed above, the results of this
study should be viewed cautiously. More specifically, the Black
Identity Development workshop should have positive effects on the TSCS
self-criticism scale and five out of eight of the self-concept measures.
In addition, comparing the treatment group with the control group should
show a higher self-esteem rating and a higher Black Identity Development
state. The methodology and procedures of this study does not provide
a means for measuring the student's social context.
CHAPTER IV
RESULTS
This chapter will present the findings from the date which were
collected to test each of the hypotheses developed for this study. To
summarize, it was hypothesized that participants in the Black Identity
Development workshop would have significantly higher scores than
non-participants on the following scales of the Tennessee Self Concept
Scale:
Identity (Hypothesis l)
Self Satisfaction (Hypothesis 2)
Behavior
Personal Self
Social
Self Criticism
(Hypothesis 3)
(Hypothesis 4)
(Hypothesis 5)
(Hypothesis 6)
Also, it was further hypothesized that workshop participants woiold
have significantly higher scores on the Jackson Black Identity
Inventory - Part II than those not participating in the workshop.
(Hypothesis 7)
Six Tennessee Self Concept Hypotheses
The overall trend of the Tennesee Self Concept Scale scores
on the six predicted scales show a positive difference in favor of
the experimental group (ANOVA: F=1.65, p=.lQ, df^l,39)» The results
of separate t-tests on each of the six predicted scales on the
Tennessee Self Concept Scale showed that the treatment had a signifi—
6U
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cant effect only on the Social scale (t=2.21, p<:.05 one tail). Data
on the other predicted and unpredicted TSCS scales provided in Table
k:l shov a trend towards significance for most and a rejection of two.
The results in Table U:1 may be summarized as follows:
A. Hypotheses Confirmed
1.
Social (t-2.21, p<.0 one tailed)
B. Hypotheses Uncomfirmed
1. Accepts (t=.10, p 4.^5 one tailed)
2. Moral (t=.lT, p4.86)
C. Trends in the Data
1. Acts (t-1.57j p4.06 one tailed)
2. Personal (t=l.U5, p4.0T one tailed)
3. Identity (t=1.22, p 4 .ll one tailed)
U. Critic (t=1.23, p<.ll one tailed)
5. Total (t=1.53, p^. 13 )
6. Physical (t=1.22, p<.22)
T. Family (t=12.9, P4 .20)
The above summary seems to suggest a self-esteem hierarchy for
Black students. The categories of this hierarchy apparently turn
on the students 's perceived ability to bring about self-change. In
the highest category are the trends regarding Behavior (Acts), Personal,
Identity, and Self-Criticism scales. These are probably areas in which
the Freshman and Sophomore student has a high current interest. For
example, the quality of one's social interaction with others is
probably one of the most sensitive and important areas of development
for a young adult. It seems to make sense than that students would
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Table U :1
Mean Scores of the Treatment and Control Groups
on the Tennessee Self Concept Scales
TREATMENT CONTROL t,p
* 1 . IDENTITY X = 130.05
s.d.= 8.312
X = 125.70
s.d.= IO.3U7
t = 1.22
p ^ .11
(one-tailed)
* 2 . ACCEPTS X = 110.10
s.d.= 1U.635
X = 103.80
s.d.= 15.371
t = .10
p ^ .^5
(one-tailed)
* 3 . ACTS X = 118.15
s.d.= 11.008
X = 111.60
s.d.= I2.9I+2
t = 1.57
p ^ .06
(one-tailed)
U. PHYSICAL X = 73.15
s.d.= 7.761
X = 68.75
s.d.= 10.088
t = 1.22
p .22
5 .' MORAL X = 70.6
s.d.- 9.371
X = 69.8
s.d.= 9.611
t = .17
p ^ .86
* 6 . PERSONAL X = 69.5
s.d.= 8 . 8U6
X = 65.75
s.d.= 6.632
t = I.U5
P < .07
(one-tailed)
T. FAMILY X = 71.95
s.d.= 8.022
X = 68.5
s.d.= 8.816
t = 1.29
p .20
* 8 . SOCIAL X = 72.80
s.d.= 5.307
X = 68.3
s.d.= 7.182
t = 2.21
p ^ .01
(one-tailed)
* 9 . CRITIC X = 31+.60
s . d. = 6 . 003
X = 36.25
s.d.= 6.397
t = 1.23
p ^ .11
(one-tailed)
10 . TOTAL X = 358.3
s.d.= 28.797
(N=20 )
X = 3U1.1
s.d.= 35.027
(N=20 )
t = 1.53
p ^ .07
* Predicted scales are starred
i
focus on such areas as their actions, their sense of personal worth,
their definition of what they are and how they might eliminate or
decrease their defensiveness. These are all areas that the individual
can work to change with results showing within a relatively short span
of time and sometimes immediately.
The second category in the hierarchy includes items in which
change would be more difficult to achieve and results of one's actions
for change wo\ild be slow in materializing. The two examples in this
category are illustrated by the 'Physical and Family TSCS scales. They
are conditions long established by the time the person reaches college
age. These two areas represent long term associations and would require
sustained effort and energy on the part of the student to bring about
a desired change.
The third and lowest category in the self-esteem hierarchy
includes the Self-Satisfaction scale and the Moral-Ethical Self scale.
It would appear that change in these areas would be more complex auid
would require experience and maturation. These are long term issues.
Both have historical valence and will show change only after its been
maintained by the self over a period of time.
The self-esteem hierarchy discussed above suggests that this
study's workshop had a highly positive effect on the items in category
one, a moderately positive effect on category two items and no effect
on the items in category three.
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Hypothesis T
Three raters were used in scoring the instrument that tested
this hypothesis. Each participant was given a Black Identity Develop-
ment Dominant Stage Score which ranged from 1-k. The average inter-
rater agreement was 8l^ (see chapter three). Table h:2 shows
significant differences in the predicted direction for each of the
raters. The data in table h:2 also shows that a significant difference
was obtained by combining and averaging all of the raters' scores
{t=2.76Tj p^*005 one-tailed). The confirmation of this hypothesis
seems to indicate that the workshop treatment had a positive effect on
the Black Identity Development of participants. The data also suggests
that most Black freshman and sophomore college students will score at
the lowest level (stage one) on B. Jackson’s Black Identity Development
Inventory - Part II. This stage defines the person who accepts, in a
passive way, the dominant values of and beliefs of American society.
The workshop seem to cause the participant to challenge these notions
and the result is significant movement towards stage two. This
significant movement towards Active Resistance (Stage two) seems to
have an effect on the person's definition of self and self-esteem.
Summary
The results of the Tennessee Self Concept Scale show that the
study's workshop had a significant effect on the Social Identity of
workshop participants. The workshop provided ample opportunity for
participants to meet and share personal experiences with each other.
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Many of these experiences, evoked feelings of anger, hurt, shame, and
rage. Other parts of the workshop produced feelings of amusement and
joy. The environment that allows for sharing of such a broad range of
human emotion also encourages risk taking behavior through self dis-
closure and the development of close relationships. This process,
which was encouraged by the workshop's content and format, was probably
one of the primary reasons for the significant increase in the Social
Identity Scale scores of the workshop participants compared to the
non-participants
.
The data also suggest that the workshop produced positive trends
on participants in the areas of one's self-identity, self-acceptance
,
self-behavior
,
physical-self, personal-self, and criticism of self.
The underlying theme of the workshop may be stated as personal growth.
In a personal growth environment
,
people are going to explore many
aspects of their self-concept. It is not unusual that the supportive
and accepting environment that is produced by this study's workshop
would cause positive movement in the sub-selves of participants self-
concepts .
In marked contrast to the above, however, the workshop had
virtually no effect on the moral and family self. This is probably due
to some degree to the lack of emphasis on these areas in the workshop.
More importantly, however, change in the moral and family self will
happen slowly over a long period of time because of the long term
formation of these self categories. The changes within participants
seem to cluster aro\ind those areas that are closest to them in
terms
of their self history or social setting. The same seems to hold
true
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in the area of their Black identity development.
The results of the Black Identity Development Inventory - Part II
demonstrate that the study’s workshop had a significant effect on the
Black identity development of participants. The data also show that
most Black college Freshman and Sophomore students are at stage one
(Passive Acceptance) on the BID - Inventory and that the workshop causes
significant movement towards stage two (Active Resistance). This
movement from stage I to state II may have some effect on some aspects
of self identity and not on others.
If the findings in this chapter are valid and not due to initial
differences, then' what characteristics of the workshop or workshop
participants or social setting should beemphasized in order to effect
a greater and longer terra change in the self-esteem and identity-
development of Black college students? Can we get some clues to answer
this question from follow-up interviews conducted four years later with
workshop participants?
CHAPTER V
FOLLOW-UP INTERVIEWS
Ten subjects from the treatment group were interviewed four years
after the experiment took place. The purpose of these interviews was
to gather a set of qualitative data that would suggest what long term
effects the workshop had on participants and what new questions for
reseaj:ch and the improvement of the workshop this author should con-
sider. The data presented in this chapter, therefore, should not be
viewed as experimental results but as suggestive material for the
development of new hypotheses for Black Identity Development. Sub-
jects’ comments on the workshop's content and process will be presented
first. The section following the comments on the workshop will dis-
cuss the subjects' Black Identity Development activities since the
workshop. The last section of the chapter will suggest possible
answers to some of the questions raised by the study and indicate
questions for further research.
Workshop Feedback
All of the ten subjects contacted remembered the workshop. Nine
of the ten subjects were able to describe an exercise or an event that
occurred during the workshop. (The tenth subject remembered the
facilitator and participants in the workshop but confused the work-
shop content with another workshop he had attended during
the same
semester.) Table 5:1 summarizes the workshop events, exercises,
and
participant reactions that the subjects could recall. The Peabody
Power Game was the most often recalled exercise (seven
out of ten
T2
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remembered)
. The behavior of other participants was the most often
mentioned ( 7 out of 10 ) process observation. This is consistent
with the findings in the previous chapter re: social identity. The
inter-personal issues that Freshman and Sophomore students encounter
around friendships, intimacy, and autonomy seem to take precedence over
discussions dealing with Black values and Black identity. Exercises
or recalled events that dealt with racism or Black identity were
seldom recalled. The discussions on racism ajid Black values/ethics
were remembered by only one person. Items from the "Opinions Held
by Blacks Questionnaire" were remembered by two people and items
from the "Critical Events Inventory" were recalled by three people.
This seems to suggest a lack of readiness for increased Black identity
development . It raises the question that Freshman and Sophomore
students may be too yomg to be serious about a workshop on Black
Identity Development.
The number of items that people remembered seem to have little
influence on their overall view of the workshop. Every person re-
membered it as a good experience and were glad that they had the
opportunity to attend.
I. One of the persons interviewed described how her expectations
for the workshop were disappointed because of the two conditions
listed above:
" I remember feeling that when we first arrived I felt like
it was really a nice thing and a good group of people and
that we were going to get a lot accomplished. Then during
the workshop I felt like I didn't know these people at all.
And, I guess once it was over I felt a little sad in that
the problems that people seem to be having with each other
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just seemed to take over the workshop.
... it seemed like they were too hung
up on their freshman year problems."
Other participants felt similarly. Another who did, felt that in
order for there to he more focused attention on the subject of Black
identity by participants more of them should have had some recent
common experiences, with societal barriers to achieving their goals.
She states
:
" I think it would be a valuable experience for me to
be able to participate in another workshop like that
one after having experienced the obstacles that I
discussed and being able to talk about them with
other people who have experienced similar obstacles
or at least are feeling the same things I*m feeling
. . . because the first workshop that participated in
was with college sophomores and freshmen, and we
were not serious about what was happening as we could
have been or should have been."
The observations and reactions of the two subjects quoted above raise
important points about participant-readiness and workshop design that
the author will carefully consider. Are there any clues, however,
to the questions they have posed in the recommendations made by each
interviewee for improving the impact of the workshop?
Each subject was asked to comment on ways the workshop might
be improved. Following is a summary of the suggestions made by six
of the interviewees for additions to the workshop:
1. Simulate a stress situation that Blacks are apt to
find in society now or in the future. Films like Roots,
Oh Freedom, or the Ku Klux Klan followed by disc-ussion
would be a good beginning.
Discussion/Sharing session on the Black student's place2 .
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in society. Discuss success and how to develop a game
plan for achieving success.
3. Discuss what Blackness is, how it feels to be Black and
how it ranks in one's life (suggested by two subjects).
4. Make more use of small group discussion.
5* Involve participants in trust exercises in order to
promote more open expression.
Items 2, 4, and 5 seem to stress inter-personal behavior and
social interaction, item 3 self disclosure and item 1 Black aware-
ness. These suggestions emphasize once again the importance of build-
ing on the primary social orientation of participants of this age and
providing simulated experiences with issues of Black identity where
they may not have crystallized yet as issues in these young Black
Americans. These suggestions also stress the present and the future
states of human activity for developing Black awareness and identity.
By contrast, the workshop approach used in this study was primarily
historical. A new balance for the workshop may indeed need to be
struck.
Black Identity Development Since the Workshop
All of the interviewees were asked to comment on how they have
worked on some aspect of their Black identity since the workshop. The
types of identity - issues discussed by the subjects seem to fall into
two categories
:
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A- Self - Identity as Defined By Ethnic Group
Person works primarily on self in terms
of own group culture and accomodates to
own-group standards
.
B. Self - Identity as Defined by Dominant Group
Person works primarily on self in terms
of dominant group culture and accomodates
to dominant group standards
.
Table 5:2 summarizes the data on Black Identity Development is-
sues in the two categories described above for the ten interviewees.
Two of the ten participants' issues fall into the Ethnic Group
category. The other eight fall into the Dominant Group category.
The first example from the Own Group category would illustrate more
specifically the thrust of this designation. During the interview
the following specific remarks were made:
"I've had to learn how to be Black."
"I've had to deal with other people who
I thought weren't acting Black"
"I had to recognize what being Black was"
Further questioning of the person revealed that she had come to an
existential crossroads which she described as an obstacle i.e.
"The obstacle was kind of being stuck in the middle,
not being able to do either . . . not being able to feel
comfortable around Blacks because my association up to
that point had been with whites and not to feel accepted
by whites because I was Black."
It's obvious that she had "wants" in both directions. In choosing
to be Black she discovered that she had to learn how to recognize
Blackness in her self and others. One of the principal methods she
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has chosen for this search is to seek other Blacks out who have ex-
perienced a similar crisis in order to discuss adjiistment strategies,
learnings and to increase affective ties in the Black community.
Table 5:2
Black Identity Issues worked on by Ten Subjects in the
Last Four Years categorized by Ethnic Group and Dominant Group
ETHNIC GROUP DOMINANT GROUP
- Learning to be Black.
- How other Black people
see me as a Black male
.
- How to cope with day to
day dealings with white
professors and peers and
maintain Black identity.
- How to deal in two worlds
(own-group and dominant
group) and not be dragged
down by one (own-group).
- How to erase the myth,
that exists among whites
,
if one of us (Blacks)
does one thing then its
usually associated with
the rest of us.
The building of affective ties within the Black community is
also the interest of most if not all of the persons in the Dominant
Group category. The standards for defining acceptance goals and
behavior, however, are those of the Dominant Group. One person de-
scribes one of his identity issues as follows:
"White attitudes have it - if one of us does one thing
its. usually associated with the rest of us. As a
Black
man I have the responsibility to help get rid of
that
particular myth."
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The principal method this person uses to fulfill his responsibility
is to demonstrate by word and deed the fallacy of this "particular
myth". The principal being demonstrated here, however, is that
this self-identity motivation, in this instance, is defined by the
Dominant Group.
The concerns of both sets are consistent with the aims, purposes
and methods of the Black Identity Development Workshop. The challenges
raised by the interviewees in the Dominant Group category are similar
to those raised by most people who are scored at the Stage one
(Passive Acceptance) level on Jackson Black Identity Development In-
ventory - Part II. The Ethnic Group category contains stage two
(Active Resistance) and stage three (Redirection) challenges that seem
to have crystallized after leaving the college setting. This seems
to suggest that participant readiness for a workshop on Black identity
development exists more likely at ages 22-24 than l8-20.
Summary
The ten interviews discussed above were conducted to suggest
what areas of lasting effects we can begin to study systematically.
We were also interested in finding possible changes in the workshop.
The Peabody Power Game was the most well remembered activity. Is
there anything inherent in this simulation that makes it uniquely
salient for Black participants? What changes in the workshop
would
produce an increased desire towards self-study in participants?
Would the de-emphasis on historical analysis of the
present workshop
increase the impact and lasting effects of the workshop?
What
is the relationship, if ajiy, of Self-Identity as defined by one's
Ethnic Group and the society’s Dominant Group? These are all
questions that point towards areas of potential change in the work-
shop. Inherent in these questions, however, is the notion that l8-
20 year old people are more concerned with social, interpersonal
issues than racial identity issues. It may be that Black Identity
Development Workshops for these young people need to include many
more simiilations
. Or, perhaps to be maximally effective, the Black
Identity Development Workshop should wait until the readiness has
increased, mtil these 22-2h year olds are asking the questions the
workshop is designed to answer. What these conclusions suggests are
two possible courses for further testing: (l) Modify the workshop
by adding more simulations and/or reducing the intensity of the diag
nostic inventions and see if its more effective or (2) hold the work
shop with older participants in order to increase its effectiveness.
CHAPTER VI
IMPLICATIONS AND SUGGESTIONS
This study was undertaken in order to test the effects of a
workshop developed for the purpose of increasing the self-esteem and
Black identity development of Black college students. As previously
discussed in this study
,
negative effects on the emotional develop-
ment of Blacks caused, by racism in America have been noted in em-
pirical and theoretical literature. In addition, it has been ad-
vanced in some studies that ego defenses- developed by victims of op-
pression may have deleterious effects on self-esteem. Finally, the
literature on Black identity development describes a four stage trans-
formation system in which individuals move from a state of victim-
oppression to one of enlightened liberation. The literature de-
scribed above presents a challenging question to educators: i.e.
Can the development of a positive self concept be facilitated, de-
liberately, through educational procedures? The development of this
study's workshop, may be seen as a response to this challenge.
A two day workshop was conducted with freshman and sophomore
students from an upstate two-year college. The workshop focused on
helping Black participants to develop analytic and problem solving
skills for addressing the questions of self-esteem and emphasized com-
munity development and learning about language and cultural ties to
one's African-American heritage.
A post-test only design, employing the Tennessee Self Concept
Scale and the Jackson Black Identity Development Inventory
- Part II
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measures, was used to evaluate the effects of the study’s workshop.
Six predictions were made regarding the enhancement of self-esteem
and one was made regarding increased Black identity development in
the treatment group. The prediction that Black Identity Develop-
ment would significantly increase in the treatment group was con-
firmed. Only one of the six predictions concerning self-esteem
was confirmed. That was the prediction that the treatment group
participants would experience a significant positive gain in their
Social Self-Identity.
Discussion
As reported above, all of the scores on the Tennessee Self
Concept Scale for the treatment group showed a consistent trend in
the positive direction. The workshop obviously had some effect on
the total self-concept of the participants. The significant effects
on participants’ Social Self are notably a reflection of their
developmental interests i.e, social interaction with other people.
The self-esteem hierarchy discussed in chapter four suggest that the
Behavior,, Personal, Identity and Self-Criticism scales are in the
higher category. The data in that chapter further suggests that the
items in the higher category are determined by the student’s perceived
ability to bring about self-change, the student's developmental con-
cerns, and the social setting that student lives in. As we move to
the next category which indicates the Physical self and the Family
self it becomes evident that the second category includes items in
which change may be more difficult to achieve. This second category
83
contains a set of ’’givens". There is not much that people can do about
changing their families or themselves physically. But there's a lot
they can do about changing their actions, their interactions with
others, their sense of personal worth, their identity of what they
are, and their self-defensiveness
. The workshop activities focused
the attention of the participants primarily in this arena. The
Critical Events Inventory (see appendix C) and the Opinions Held by
Blacks Questionnaire (see appendix D) both invited the participants
to examine their notions of themselves in relationship to others like
themselves and others who were not like them. The underlying mes-
sages in each of these exercises was that they didn't have to remain
the way they were and that if they wished to change it was possible.
In addition, they were encouraged to do so. These messages were ap-
parently heard and acted upon by the participants.
Workshop participants were not explicitly invited to examine
their physical selves, family selves, or their moral/ethical selves.
Their moral self and their self satisfaction have been viewed as the
lowest category of the self-esteem hierarchy i.e. the most difficult
to bring about self change. This author had thought however that in-
volvement with change behavior in the first category would have a
positive change effect on one's Self Satisfaction. This author has
come to conclude that Self Satisfaction, like Moral-Self,
Family-
Self and Physical-Self, is a long term issue. One does
not become
satisfied with the total self because a few of the
sub-selves are
experiencing some positive change which may only be
momentary. One's
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sens6 of Self-Satisfaction has historical valence and therefore will
show change only after the suh-selves have maintained that change
over a period of time. Self change can he stimulated through ex-
ternal encouragement hut continued experimentation over time is need-
ed to establish the change as part of the definition of self.
The Jackson Black Identity Development Inventory - Part II also
demonstrates a concern about the process of self change. In examining
the stage transformation theory that provides the undergirding for
this inventory it becomes apparent that the most critical identity
change occurs between Stage I and Stage II. At Stage I, the person
is accepting of the values and institutional standards of the dominant
white society and this acceptance requires, to a large degree, the
rejection of what is Black. As Stage II, the person is rejecting of
the values and institutional standards of the dominant white society
and this rejection leads to, in mainly a reactive sense, the em-
bracing of all that is Black. A Stage III person also pursues the
de/elopment of Black community and values but is unlike the Stage II
person, operantly motivated. The Stage IV person seeks inter-ethnic/
racial group understanding, a multicultural society and an integrated
wholeness. Stage III and IV persons are differentiated models of the
Stage II person. Therefore, the transformations from II to III and
III to IV is not as awesome a task as the movement from stage I to
II where a whole new set of values (or negative values) are required.
When viewed in this manner j the change in the treatment group,
as
measured by the Black Identity Development Inventory - Part
II, was
phenomenal
.
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The students in the entire sample were predominantly Stage I.
After the workshop there was significant movement towards Stage II
among the treatment group participants. In order for this movement
to happen this author believes that people who are Stage I must be
confronted with experiences and information that causes them to assess
the personal costs that accrues to one who remains at that stage.
The interviews gave me my strongest empirical clue to this notion.
One interviewee stated that she had to learn how to be Black. She had
experienced a feeling of being stuck between being Black or accepting
a role defined for her by the dominant white society. Shuttling back
and forth between the two cultures, she discovered that she was not
fully accepted in either community. This discovery caused a great
deal of stress and led to the decision to embrace her Blackness. Cross
( 1972 ) speaks of this as the Encounter stage in which some experience
manages to shatter the person’s current feeling about himself and his
interpretation of the condition of Blacks. This stage corresponds
with Thomas’ (l9Tl) Testifying stage and Jackson’s (19T6) Active
Resistance stage. The Critical Events Inventory (appendix C), the
Opinions Held by Blacks Questionnaire (appendix B) and the Celebration
of Blackness Exercise (appendix E) are exercises in the workshop de-
signed to move the participants to diagnosis and assessment. It would
make sense to follow the counsel of one of the interviewees who sug-
gested that one of the workshop experiences should simulate a stress
situation that Blacks are apt to find in society. This simulation
should precede the above-mentioned exercises which would then be
used
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after the simulation as diagnostic and processing tools.
The interviews discussed in chapter five gave us some indications
about the lasting effects of the workshop. When asked about how they
worked on their Black identity since the workshop, eight of those in-
terviewed seemed to respond primarily at Stage I. Only four people
remembered an item from one of the three principal Black identity
exercises of the workshop (Critical Events Inventory, Opinions Held by
Blacks Questionnaire, Celebration of Blackness Exercise)
. By contrast
seven of the interviewees had substantial comments to make about the
Peabody Power Game and interpersonal events that occurred during the
workshop. The potency of the workshop seems to be lodged in the inter-
personal events of the workshop. The Peabody Power Game (see appendix
H) is a simulation that requires team negotiation, collaboration and
coalition building. Therefore, there was ample opportunity for inter-
personal involvement. The apparent participant emphasis on inter-
personal events and processes probably contributed to the significant
results obtained on the TSCS' Social-Self scale.
Implications /Recommendations
The Workshop . The workshop as it stands has obvious short term bene-
fits. There is some question, however, about its long term effects in
reference to Black identity development. Some changes in the work-
shop content and process would seem to be appropriate. At the
moment,
the workshop contributes in a positive way to the interpersonal
development of its participants. In fact, some informal
evidence
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exists (interviews) that suggest that these interpersonal
benefits last over a period of four years. If, however, the in-
tention is to intervene around the issues of Black awareness and
identity and to have those learnings carry over a period of four
years, then some changes are needed. Following are some recom-
mendations :
1. One of the implementation strategies that was under-
utilized in this workshop was to "convey simply and
vividly" complex material. For the freshman and
sophomore student, it seems that formal presentation,
through long inventories and difficult questionnaires
of issues dealing with the consequences of racism to
the ego, may not he appropriate. Therefore, the
Critical Events Inventory and the Opinions Held by
Blacks Questionnaire should be simplified in form and
process - at lease for the seventeen to twenty year old
age group. In addition, the use of a multimedia ap-
proach (which was also underutilized in the original
workshop) for these two areas may also add to the ap-
prehending of the skills and learning inherent in them.
2. Another implementation strategy not utilized at all
in this study’s workshop was that of internalization;.
In order for internalization to occur, a follow-up
strategy should be devised as part of the workshop. An
Approach to consider is one where participants will
identify a community group, club or organization to
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which they have some follow-up responsibility. Part
^he group's agenda should involve some aspect of
Black identity
. In addition to the external support
group which would probably be a long-term continuing
group, a temporary support system consisting of
participants might be an appropriate addition.
Education . An important finding of this study is that learning ex-
periences can be developed to enhance self-esteem and Black identity
development. This implies that the enhancement of self-esteem and
identity development can occur for any ethnic group in America. What
the full responsibility of the educational system should be in this
regard in unclear. The current movement towards multicultural
education, however, provides an opportunity for school systems to
explore their responsibility in offering ethnic-group/identity
development opportunities to its students. One of the problems
however is that very few classroom teachers have been trained in the
technology of working with differing cultural needs in multi-ethnic
settings. So the problem is where does one get the training and
the materials. Studies such as this one should provide some
insights as to where to begin. Counselors in the school can modify
the workshop and the workshop materials to fit the needs of their
students. This author also believes that counselors can be a valuable
resources in training classroom teachers in the concepts and approaches
inherent in this study.
89
Future Considerations
It has been observed earlier in this study that there appears to
be a mis-match between the emphasis of the workshop and the develop-
mental stage of Freshman and Sophomore students. Is it true that
first and second year college students are too young to be serious
about a workshop on Black Identity Development? In approaching an
answer to this question one realizes that no workshop is capable of
tapping into all the developmental needs of participants. Partici-
pants’ developmental stage can restrict or enhance the impact of the
workshop on them. Developing procedures for identifying the
developmental issues and the appropriate workshop processes congruent
with those needs is an important future consideration for this author.
Study in this area should focus on the degree to which it is true
that the inter-personal issues Black Freshman and Sophomore students
encounter around friendship, intimacy and autonomy will take pre-
cedence over learning opportunities dealing with Black values and
Black identity.
In addition to the participants’ developmental needs and concerns,
their social milieiu has a decided affect on their Black consciousness
and Black identity development. Black students in a predominantly
white college seem to languish in Jackson’s (19T6) stage one (Passive
Acceptance) and relegate work towards increased Black identity
development to some future time. This observation raises the question
of what is the relationship of Self-Identity as defined by one’s
Ethnic group to that defined by the Dominant group? This question
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leads one to ask two others: Whft is the relationshop of ethnic
group identity to Black identity and how is the definition
of a Black identity formulated? Giving some preliminary thoughts
to these questions led this author to hypothesize that one's ethnic
group allows one to establish a sense of belongingness and a
self-identity. Further, ethnic identity requires people to think
about the group they belong to and the boundaries that define
the group's differentness from other groups. In addition, the per-
ceived strength of the ethnic group's core parts and boundaries
will define in large measure a person's self-identity. Therefore,
race and racial identity is a part of ethnic identity. The de-
finition of Blackness and Black identity is the ultimate respon-
sibility of the ethnic group. Specifically, the criteria for
Blackness and Black identity will emanate from the ethnic group.
Consequently, one's Black identity development will be a function
of one's understanding and adherence to the definition and criteria
for Blackness emerging from the ethnic group.
If any of the above preliminary thoughts about how Black identity
is defined are true, then an important consideration for influencing
the social context of Black people becomes the ethnic group. The
workshop for Black Identity Development would then become the work-
shop for Black Ethnic-Group Identity Development, This is indeed
an important consideration.
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Black Identity Transformation Model Used By Griffin
I. Preconscious
This initial stage characterized Cross' notion of Pre-
encoianter, which is descriptive of individuals not engaged
in the process of conversion to hlack. Individuals in this
stage are characteristically antagonistic towards the notion
of Black Consciousness or glorify the exploitation of blacks.
They exhibit a high degree of Wadanolization, the internali-
zation of white racialistic stereotypes in relation to blacks
(Taylor 1971) • They likewise show a strong acceptance of the
Puritan Ethic.
II. Confrontation
This stage is descriptive of individuals who have begun
the conversion to black process and who display strong
anti-white sentiments. Characteristically, there is an
extreme dichotomization of black-white attitudes such that
black is seen as positive and good, whereas white is per-
ceived as negative and evil . These individuals also espouse
militant rhetoric and are generally quite intense in their
reactions regarding racial issues.
Ill
.
Internalization
This stage is characteristic of Cross’ notion of the
Internalization of positive black values. That is, indivi-
duals in this stage have begun to incorporate values that are
related to the black experience; and there is a diminution in
anti-white sentiments. Such individuals, however, seem
comfortable with just being "black and beautiful" and do not
draw upon this experience as a source for further understand-
ing of the black condition. Although such individuals do
not appear to be motivated to malign whites,
"black is_
beautiful" becomes an end in itself .
IV. Integration
This stage is indicative of individuals who have internal-
ized positive black values and have consciously adopted a plan
of action aimed at eliminating the roots of oppression and
deh\iminization of people. They show a commitment to a speci-
fic plan of action rather than a passive acceptance of the
black condition. They are patient and show a willingness to
guide others who are in the midst of negotiating the conversion
to black experience. These individuals appear to have Integrated
the emotional and cognitive components of their personalities
in such a way that they can genuinely assert their energies
toward the continued growth and liberation of themselves and
others
.
(Milliones 1973)
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Introduction to the Workshop on
Black Identity Development
We, the facilitators of this workshop, expect each of you to
experience increased feelings of self-esteem and increased Black
awareness as a result of your participation in the Workshop on Black
Identity Development. The workshop will follow a foiir stage pro-
cess: self diagnosis, mutual sharing, skills acquistion and future
planning. The primary focus of the workshop, however, will be on
you and how you define you.
Growing up Black in America is often a negative experience for
Black children and Black yo\ang adults. Personal and institutional
racism can be cited as a direct cause for many of the self-abnegating
attitudes and beliefs held by Blacks. In a 1950 article in the
Journal of Negro Education the eminent Black psychologist, Kenneth
B. Clark stated "It is clear that the Negro child, by the age of
five is aware of the fact that to be colored in contemporary American
society is a mark of inferior status." As a result of this awareness
many Black children are ashamed of their Black skins and confused
about their Black identity. Feelings of inferiority also become
evident
.
For most Black children the notion of their Black inferiority
is continually confirmed by encounters with racists throughout their
childhood. Note the following exchange drawn from Malcolm X’s
autobiography:
(Malcolm) "My teacher told me, 'Malcolm, you
ought to be thinking about a career.
Have you been giving it thought?
'
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... 'Well, yes sir, I've been thinking
I'd like to be a lawyer.'
(teacher) He kind of half smiled and said,
'Malcolm, one of life's first needs
is for us to be realistic. Don't
misunderstand me, now. We all here
like you, you know that. But you've
got to be realistic about being a
nigger. A lawyer ... that's no
realistic goal for a nigger. You
need to think about something you
can be. You're good with your hands
. . . making things . Everybody admires
your carpentry. People like you as
a person ... you'll get all kinds of
work .
"
This statement probably confused Malcolm because, as he puts it,
"..., I didn't really have much feeling about being a Negro, because
I was trying so hard, in every way I co\xld, to be white."
Young Malcolm's expenditure of energy to be white far exceeded
that which he was applying to the development of his Black awareness
and identity. His drive to be white caused him to forget himself.
He did not remember he was Black.
Racism is all powerful. It will cause its victims to forget
themselves. The first part of this workshop will challenge you to
discover the nature of your victimization under racism. How have you
been forced to forget your Blackness? What negative attitudes and
beliefs from childhood do you still hold about yourself and other
Blacks? The subsequent parts of the workshop will touch on the issues
of what you should do about institutional racism, how you can increase
your Black Awareness, and what you need to know about power.
Finally, you will be asked to make an analysis of how you are
Owr ultimate goal is to help you remember you.using your energy.
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As we stated at the beginning; "Each of you is expected to experience
increased feelings of self-esteem and increased Black awareness as a
result of your participation in the Workshop on Black Identity
Development. Tlie workshop will follow a four stage process: self
diagnosis, mutual sharing, skills acquisition and future planning."
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Critical Events In The Development
Of A Black Identity
Frederick C. Jefferson, Jr.
1971
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Critical Events in the Develoment of a Black Identity
This inventory is based on the following premises: l) That
racism exists and is a pervasive force in American society i 2) That
the identity formation of Black people is affected by the racism in
this society; 3) That we encounter situations, growing up in this
society, that have an impact on our racial identity; U) Because the
impact on Black people is seldom conscious, bringing these events to
a conscious level can assist us in identifying and unlearning those
internalized attitudes, beliefs and behaviors that may be based on
racist assumptions.
Instructions :
This inventory attempts to pinpoint a series of critical life
encounters that serve as Black consciousness raising events. The
sequence of the questions are designed to provide a consciousness
raising experience as you proceed through the inventory. Try to
remember yoior first awareness in each case. Spend five minutes_ onj^
on each question in sequence. If you feel a question does not req\iire
a reply from you, please state why on that page.
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Discovery "that being Black made a difference to others.
1.
Describe the scene, event, context.
2.
Yo\ir approximate age.
3.
How did you feel?
h. What were some of yoTir thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
Ill
Learning that Blacks were slaves.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
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Becoming aware of the social position of Blacks in America.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
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Wishing and hoping to be seen as equal to Whites.
1. Describe the scene, event, context.
2. Your approximate age.
3. How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
yoior life through the present. Try to be specific.
7.
Other comments.
Desiring to experience acceptance from a White person.
1.
Describe the scene, event, context.
2.
Yoior approximate age.
3.
Hov did you feel?
h. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
Experiencing "the desire to prove how equal or superior you were to
Whites.1.
Describe the scene, event, context.2.
Your approximate age.
3.
How did you feel?
h. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects had the above had on
your life through the present. Try to be specific.
7.
Other comments.
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Discovery that some Black males and females vish that their intimatespossessed the (Qualities of White males and females.
1. Describe the scene, event, context.
2. Your approximate age.
3. How did you feel?
What were some of your thoughts?
5. What did you do?
6. What negative and/or positive affects has the above had on
your life through the present? Try to specific.
7.
Other comments.
Discovery that some Blacks hold in different esteem the "shade" of
skin and the "grade" of hair of other Blacks.
1.
Describe the scene, event, context.
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2.
Your approximate age.
3.
How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
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Discovery that some Blacks seek personal gain by taking advantage of
other Blacks.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
h. What were some of your thoughts?
5. What did you do?
6. What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
T. Other comments.
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Thinking that Black professionals were not fully competent.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
k. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments
.
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Experiencing the wish not to be Black.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
Becoming aware that Blacks made significant and creative contributions
to civilization.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present. Try to be specific.
7.
Other comments.
Discovery that a Black coiim\inity united in purpose can begin to
eliminate obstacles to Black social, political, economic and personal
growth.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
h. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life through the present? Try to be specific.
7.
Other comments.
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Decision to actively resist those social and/or political and/or
economic forces that cause feelings of powerlessness eind worthless-
ness in Black people.
1.
Describe the scene, event, context.
2.
Your approximate age.
3.
How did you feel?
U. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects had the above had on
your life through the present. Try to be specific.
7.
Other comments.
Becoming aware of the desire to discover your self-power, your
personhood and ways to answer the question, "Who am I"
.
1.
Describe the scene, event, context.
12U
2.
Your approximate age.
3.
How did you feel?
k. What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
your life throijigh the present. Try to b.e specific.
7.
Other comments.
Becoming aware of the need for a spiritual center, a spiritual life
God. *
1.
Describe the scene, event, context.
2.
Yoiir approximate age.
3.
How did you feel?
What were some of your thoughts?
5.
What did you do?
6.
What negative and/or positive affects has the above had on
yoTir life through the present. Try to be specific.
7.
Other comments.
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Opinions Held By Blacks Questionnaire
F.C. Jefferson, Jr. 1977
This is an investigation of Black people’s opinions about beliefs
and attitudes that concern the Black community. The following are
statements with which some people agree and others disagree. Please
mark each one in the left margin, according to the amount of yovir
agreement or disagreement, by using the following scale:
+3 Strong support, agreement -3 Strong opposition, disagreement
+2 Moderate support, agreement -2 Moderate opposition, disagreement
+1 Slight support, agreement -1 Slight opposition, disagreement
1.
Blacks must be on constant guard against anti-Black aggression
from all whites
.
2.
Contact with Whites helps Blacks to accept the values and
beliefs necessary for survival in America.
3.
Black people should keep to themselves and avoid all unneces-
sary contact with whites.
U. Use of Black ethnic humor and acting inferior is acceptable
whenever there is a high potential for reward (e.g. money,
promotion)
.
5. The statement that "Blacks have soul" has a great deal of
truth especially when one notes that in the expression of
feeling Whites experience more difficulty than Blacks.
6. Blacks who understand and accept the concepts of gettingover
and "beating the man" have a greater potential for survival
in America.
7. Blacks who don't make it are lazy, irresponsible, lack
initia-
tive and have only themselves to blame.
8. Lower class Blacks are generally "not ready", non
supportive
and hold other Blacks back.
9. Of all the White ethnic groups in America, Blacks
should be
especially wary of the Jew.
10.
Blacks feel a kinship, concern and compassion for
all sufferers
from oppression.
11. Blacks should be actively involved in a
militant political
organization or movement that protects the oppression
of
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+3 Strong support agreement
+2 Moderate support, agreement
+1 Slight support, agreement
-3 Strong opposition, disagreement
-2 Moderate oppostion, disagreement
-1 Slight opposition, disagreement
Blacks by direct confrontation with White institutions.
12. Black children should be taught to work harder in order to
prove their equality to and superiority over Whites.
13. Black people have a reputation for wanting the most expensive
things in life, and being "cool".
_lU. Blacks when unduly pressed by White aggresion should let
their Black paranoia show (i.e. "get down and let the
Nigger out") in order to regain control of the situation.
_15. It is appropriate at times for Blacks to behave according to
white expectations in order to avoid conflict and/or gain
acceptance.
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Ob.lective :
Format
:
Rationale:
Celebration of Blackness Exercise
F.C. Jefferson, Jr.
19TT
To identify unique Black experiences in one's
family and comm\inity.
Group response — The leader of the exercise will ask
the group to respond to a series of stimxilus questions.
All of the answers will be noted on newsprint (two-
three people will be needed to serve as recorders).
The pace of the exercise should be lively and the
participants should be encouraged to relax and have
fun. The leader of the exercise should not try to
exhaust all the possible group responses to a
stimulus question before moving on to the next
question. The exercise should end after 30-^5
minutes have elapsed.. A short discussion on Black
Culture should follow and participants should be
referred to articles for further study.
This exercise is designed to provide a quick,
positive emotional jolt to the participants in
order to provide some measure of balance to the
pain, anger and frustration experienced by the
participants in working with the "Critical Events
inventory and the "Black Opinions questionnaire
.
On another level, theorists studying Black identity
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development describe an immersion in Black culture
stage and in that light the exercise may be seen
as an awareness exercise facilitating movement
towards increased Black identity.
Questions and Sample Answers :
l) Name some child rearing sayings made by your
parents and grandparents.
e.g. disciplinary warning - "You roll those eyes
one more time you gonna find them across
the room."
religious - "Get right wit de Lord."
responsibility appeal - "I won't last
forever .
"
friendship - "A friend is a dollar in the
pocket .
"
2) Name some superstitions and superstitious say-
ings that you remember.
e.g. "A watched pot never boils", "A hat on the
bed is bad luck", etc.
3) What are some words and phrases you have heard
only in your family?
e.g. zink for sink, nana for grandmother, etc.
U) What was and is uniq.ue about black grooming?
e.g. "Curing the grey sickness"
"Cleaning up the kitchen"
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5) What are some games, rhymes and poems you
remember?
e.g. Three, six, nine
The goose drank wine
The monkey chewed tobacco on the
street car line
The line broke
The monkey got choked
And they all went to heaven in a
little rowboat.
Clap I Clap I
or the Dozens, Signifying, Shine or the
Titanic etc.
6) Name and demonstrate some gestures unique to
the Black family/ community
.
e.g. "walking hip", "sucking teeth", "poking-
out lips".
7) Name the titles of your favorite Spirituals
and Blues songs
.
8) Complete the following sentence with an example
from each of you:
I feel good about my Blackness when I ....
APPENDIX F
A BLACK VALUE
SYSTEM
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A Black Value System
(^cerpts from an article by Imamu Ameer Baraka that appeared in
The Black Scholar", November, 1979)
Umoja (Unity) - To strive for and maintain unity in the family,
community, nation and race.
Kuj i chagul i
a
(Self-Determination) — To define ourselves, name
ourselves, and speak for ourselves, instead of
being defined, and spoken for by others.
U,1 ima (Collective Work and Responsibility) - To build and maintain
our community together and to make o\ir brothers ’
and sisters' problems our problems and to solve
them together.
U.i amaa ( Co-operative Economics) - To build and maintain our own
stores, shops and other businesses and to profit
together from them.
Nia (Purpose) - To make as our collective vocation the building and
developing of our community in order to restore our
people to their traditional greatness.
Kuumba (Creativity) - To do always as much as we can, in the way
we can in order to leave our comm\inity more
beautiful and beneficial than when we inherited
it.
Tmani (Faith) - To believe with all our heart in our parents, our
teachers, our leaders, our people and the righteous-
ness and victory of our struggle.
Umo.la - We are a body of people, the large Being of Blackness.
The many of us are parts of the body. The whole cannot foanction as
it will. .
.
Ku.iichagulia - if it is scattered, the head one place, the
heart another. Physical unity. Mental lonity. We must think one
way of total movement to liberate ourselves. Each has a function
but as complementary parts of a whole. All organizations, organs
really, them must function as of the whole body.
ima - All of the organs must function by the same will. We
must have a head of control over all the organs. The I s
must be
our many eyes and be a basis for seeing in all the places.
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One being in harmony with itself, this is the first need to be
satisfied before we can deal with an outside world. But it is
internal unity that makes a single will, which is self determination.
What we will be what we will do, are questions only we ourselves have
the proper answers to. The concept of oneness is old and black and
spiritual. The One God. And the T principles are a religious creed,
in its most practical application, a code of common morality.
Ujamaa - is the traditional way of distributing wealth for the
black man. It is an ecronomic attitude older than Europe, and
certainly older than the term Socialism. Which finally is another
thing, coming from the European definition, since the Eiiropean
definition is a state that will exist "after the decay of capitalism.
Ujamaa has always been the African attitude towards the distribution
of wealth (until the decay that made our kingdoms fall) . It has
never been a European attitude, but rather a theory. Can you dig it?
(See Julius Nyerere’s paper Ujamaa in Uhuru na Umoja.)
The "decay of capitalism" theory is also another aspect of the
European attitude of "world revolution," and do not mistake my
meaning, I am talking about the life style of violence. Vita
(violence or war) in Swahili equals life in Latin. When we say
"revolution" we mean the restoration of our national sovereignty as
a people, a people, at this point, equipped to set new paths for the
development of man. We mean the freeing of ourselves from the
bondage of another, alien, people.
Nia - What is purpose, for anything? For being alive? If you
are black your purpose should be the building of Black. The Nguzo
Saba says our purpose must be the rebuilding of our people to their
traditional greatness. One reason for the stress on history, if you
do not even know of your traditional greatness, then you will not
aspire to anything but dry rock white "radicalism" (like some 1930 's
vampire rerisen again from the grave to suck black people’s blood)
as some kind of alternative to the maggoty pork that exists. But
neither is our shot, brother. Initially our purpose is Nation
bTiilding. To raise black people to "our traditional greatness .
National Liberation as Malcolm called it.
Black creativity, Kuumba , is the sixth principle. Which tells
us how we must devise a way out of our predicament. How we must
build, with what methodology. In what emotionalism, the fire of
blackness. So that even Ujamaa is Kuumba in regards to the dis-
tribution of wealth among men. For the European, Uj^aa, like jazz
is a saying, a pretending illusion, rather than a being. And we
are not racists, when we say this, we are merely recognizing the
traits of different peoples.
When we said. Black Art, we meant Kuumba. The spiritual
characteristic of revelation through the creative. The artist is
respected in Bantu philosophy because he could capture some of the
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divinity. Because it flowed through his fingers or out of his mouth,
and because he would lend this divinity to the whole people to raise
them in its image, building great nations reared in the image of
righteousness. What is soul (like the one svin the sole solar force,
in this system) our connection, our relation with the infinite. And
it is feeling, like inner revelation, that is the connection, the
force of the \mcreated, which we constantly make reference to, bringing
into creation. Yehhl we scream, bearing witness to the power of
KuTjmba.
But black creativity is what will save us - not just "artists"
but all of us - after all is said and done - nothing else. An
antidote to birth or mind control! The Ngnzo Saba itself is one of
the strongest examples of Kuumba. And each idea or act that animates
our lives must be measured against the Nguzo Saba in each of its
components. You must ask of each new idea or dissociation that comes
to mind, what does this have to do with bringing about unity for black
people, what does it contribute to black people's self-determination -
does it have anything to do with Ujima, collective work and responsibility,
and so on. So, for instance, a "black TV program" with a straight
haired sister dancing a Martha Graham - Merce Cunningham - esque tri-
bute to the ghetto (?) is not Kuiomba - neither the dance nor the program.
A nation coming into being is a new creation. It must be willed
into existence by itself. It is new - it is literally something other
than what exists.
ImanT - Faith in your leaders, teachers, parents, - but first
faith in blackness - that it will win. Faith in Nationalism, that we
can build ourselves into a conscious nation once again - that we can
free ourselves, from the chain of white committment - this is all that
binds us to slavery - the fact that we are emotionally committed to it -
to being slaves.
Nationalism must be the basis for our entire lives. It must be
the content and initiator of anything we do. Always, as the formula-
tor of any act must be the need to see that act contribute to the
building of a Nation. That is our purpose, Nationalism our direction.
Black is our identity. The totality of these as a life focus is sim-
ple faith, even before it exists as spirituality. But that is what
faith is, if it is directed toward grace - spirituality.
We say spirituality because the spiritual is the blessing of
life. It is what all life points toward. Complete consciousness
and
Nationalism, at this point, is the definer and director of our
people
toward that goal of absolete, yes, absolete consciousness.
So the Tth principle. Faith, is actually at one with the
1st
to create the whole, the one (it's what Umoja means).
appendix g
black verbal
art and games
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"The Dozens"
(from: Schechter, William, The History of Negro Humor in America
.
Fleet Press Corp. New York/London, 1970.)
A game of exchanging insults played in some American black
neighborhoods; the combatant who can most effectively put his
opponent down, while "keeping his own cool", wins.
Frequently begun in jest, often accompained by a social consump-
tion of alcohol, this game has more than once ended in violence and
murder. It is characteristic of low-income group Negroes and may be
a form of social entertainment or a time-passing activity. The
banter is a competitive game to see which of the opponents can more
thoroughly insult the other - and finally "put him down" . The attack
may be against the opponent's status, potency, or the virtue of his
sweetheart or his wife. When the game reaches the "mother" stage it
is frequently a signal for blades to appear. The attacks may equally
be made on the opponent's shade of skin, odor, cleanliness, or hetero-
sexuality.
Similar verbal contests were common in West African tribal life.
One school of sociologists believes that "The Dozens" arrived on these
shores in slave ships and that the subsequent disruption of the family
life of plantation slaves stimulated playing the game. In fact, the
most common theory of the origin of the term "dozen" is based on a
recurring insult: an opponent's mother was said to be one of dozens
of women available to her master's sexual whims. Mulatto slaves made
this form of insult very popular.
An offshoot of the game was common among Ashanti natives, who
chanted and sang ridicule verses known as opo. Ghanian chiefs allowed
public criticism of their stewardships through this form of witty
expressions of protest. They believed that expressed invectives
dissipated hostilities that otherwise might be organized into revolu-
tions. Interestingly enough, some of the most effective politicians
in contemporary American society carry it a step further, with the
use
of self-critical humor.
139
'*The Signifying Monkey and The Lion"
(from; Abrahams, Roger D.
,
Deep Dovn in the Jxingle
. 1971)
Deep down in the Jungle so they say
There's a signigying motherfucker down the way.
There hadn't been no disturbin' in the jungle for quite a bit.
For up jumped the monkey in the tree one day and laughed,
"l guess I'll start some shit."
Now the lion come through the jungle one peaceful day.
When the signifying monkey stopped him and this what he started to say.
He said, "Mr. Lion," he said, "a bad-asses motherfucker down your way."
He said, "Yeah! The way he talks about your folks is a certain shame.
I even heard him curse when he mentioned your grandmother's name."
The lion's tail shot back like a forty-four
When he went down the jungle in all uproar.
He was pushing over mountains, knocking down trees.
In the middle of a pass he met an ape.
He said, "I ought to beat your ass just to get in shape."
He met the elephant in the shade of a tree.
"Come on, long-eared motherfucker, it's gonna be you and me."
Now the elephant looked up out the corner of his eye.
Said, "Go on, birdshit, fight somebody your size."
Then the lion jumped back and made a hell of a pass.
The elephant side-stepped and kicked him dead on his ass.
Now he knocked in his teeth, fucked up his eye.
Kicked in his ribs, tied up his face.
Tied his tail in knots, stretched his tail out of place.
Now they fought all that night , half the next day
.
I'll be damned if I can see how the lion got away.
When they was fussing and fighting, lion came back through the jungle
more dead than alive.
When the monkey started some more of that signifying jive.
He said, "Damn, Mr. Lion, you went through here yesterday, the jungle
r\ang.
Now you come back today, dsimn near hung.
He said, "Now you come by here when me and my wife trying to get a
little bit,
T' tell me that 'I rule' shit."
He said, "Shut up, motherfucker, you better not roar
'Cause I'll come down there and kick your ass some more.
The monkey started getting panicked and jumped up and down.
When his feet slipped and his ass hit the ground.
Like a bolt of lightning, a stripe of white heat.
The lion was on the monkey with all four feet
.
The monkey looked up with a tear in his eyes.
He said, "Please, Mr. Lion, I apologize."
He said, "You lemme get my head out the sand
Ass out the grass, "I'll fight you like a natural
man.
The lion jumped back and squared for a fight.
The motherfucking monkey jumped clear out of sight.
He said. ’’Yeah, you had me down, you had me last.
But you left me free, now you can still kiss my ass."
Again he started getting panicked and jumping up and down.
His feet slipped and his ass hit the ground.
Like a holt of lightning, stripe of white heat.
Once more the lion was on the monkey with all four feet.
Moneky looked up again with tears in his eyes.
He said, "Please, Mr. Lion, I apologize."
Lion said, "Ain't gonna be no apologizing.
I'm a put an end to his motherfucking signifying."
Now when you go through the jungle, there's a tombstone so they say,
"Here the Signifying Monkey lay.
Who got kicked in the nose, fucked-up in the eyes.
Stomped in the ribs, kicked in the face.
Drove backwards to his asshole,' knocked his neck out of place."
That's what I say.
Ihl
’’Shine ”
(from: Abrahams, Roger D.
,
Deep Down in the Jungle, 1971)
It was a hell of day in the merry month of May
When the great Titanic was sailing away.
The captain and his daughter was there too.
And old black Shine, he didn't need no crew.
Shine was downstairs, eating his peas
When the motherfucking water come up to his knees.
He said. Captain, Captain, I was downstairs eating my peas
When the water come up to my knees.”
He said, ’’Shine, Shine set your black ass down.
I got ninety-nine p\mips to p\jmp the water down.”
Shine went downstairs looking through space.
That's when the water came up to his waist.
He said, ’’Captain, Captain, I was downstairs looking through
space.
That's when the water came up to my waist.”
He said, "Shine, Shine, set your black ass down.
I got ninety-nine pumps to pump the water down.”
Shine went downstairs, he ate a piece of bread.
That's when the water came up above his head.
He said, ’’Captain, Captain, I was downstairs eating my bread
And the motherfucking water came above my head.”
He said, ’’Shine, Shine, set your black ass down.
I got ninety-nine pumps to pump the water down.”
Shine took off his shirt, took a dive. He took one stroke
And the water pushed him like it pushed a motorboat
.
The Captain said, ’’Shine, Shine, save poor me.
I'll give you more money than any black man see.”
Shine said, ’’Money is good on land or sea.
Take off your shirt and swim like me.”
That's when the Captain's daughter came on deck;
Hands on her pussy, and drawers' round her neck.
Says, ’’Shine, Shine, save poor me.
Give you more pussy than any black man see.
’
Shine said, ’’Pussy ain't nothing but meat on bone.
You may fuck it or suck it or leave it alone.
I like cheese but I ain't no rat.
I like pussy, but not like that.”
And Shine swum on.
He said, ”I hope you meet up with the whale.”
Old Shine he swim mighty fine.
Shine met up with the whale.
The whale said, ’’Shine, Shine, you swim mighty fine.
But if you miss one stroke, you black ass is mine.”
Shine said, ’’You may be king of the ocean, king of the sea.
But you got to be a swimming motherfucker to outswim me.
And Shine swim on.
Nov vhen the nevs got to the port, the great Titanic hadYou von t believe this, but old Shine vas on the corner
near drionk . ’
Pi
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APPENDIX H
PEABODY POWER GAME
Peabody Ogranization Development. Inn .
George L. Peabody
President
30 East 62nd Street
New York, New York 10021
Telephone: (212) 838-U068
PEABODY POWER GAME (PPG)
PURPOSES :
1) To identify your self-interests and hopefully to accept them as
valuable
.
2) To experience yourself using the three strategies of power;
collaborating negotiation and fight.
3) For some, to experience impotence and to realize that this is
unnecessary.
U) To recognize your feelings about the use of power.
5) To analyze how power is used in this game and to compare it with
how it is used and might be used back on the job.
HOW TO BUILD AND USE POWER
1) Power is simply the ability to get what you want or to get done what
you want done. Since many people work for power they don't need
and for goals they don't really want, it is essential that you
first be very clear about what you want, (your self-interest).
2) Identify the people who have what you want or who have the resources
to help you get what you want
.
3) Find out what others self-interest are. To have power, you must
be seen by others as being able to reward or punish their self-
interests. Self-interest is the prime mover of people, and the
specific self-interests in a system are the real values of it.
These are the currencies of power at the time. Keep these currencies
clearly in mind and you'll see things more clearly.
4) To be able to affect the self-interests of other people or groups,
it is usually necessary to organize support systems (or coalitions)
of people who have the same, similar or unconflicting self-interests.
Even a small coalition will be seen by others as being able to
affect their self-interests.
5)
When you move with your coalition, be clear on which of the three
strategies you are using. Use the wrong strategy and you will fall
1^5
(a) ^llaborate (.win/win coalition) when x and y have the same
self-interests. If x wins, y also wins,
^b; Light (win/loses coercion) when x and y have conflicting self-interests. If X wins, y loses. (c) Negotiate Exchange or com-promise) when X and y have conflicting self-interests but fight
IS too costly and flight is unnecessary, x and y exchange value for
value
.
6) Most people see themselves as far less powerful than they really are.
Some reasons:
-They ignore the real currencies of power.
—They forget that power is based on the way they are seen by
others.
-They hold on to untested fantasies about the power of others
("them”)
.
-They are unaware of their own resources
.
-They think results vary directly with the strength of the applied
effort. This is physical power, where input (less friction) =
output
.
-They don't see the tactical options available to them. Impotence
results from not seeing any options.
-They don't know how or feel uncomfortable about using all three
power strategies.
-They are losers, afraid to go after what they want.
HOW THE GAME WORKS
1) People will be in numbered teams.
Each team begins with 20 power points. These abstract points are a
currency of power which the "computer" recognizes, just as society
recognizes votes or cash which are also abstractions. Be sure
to identify other currencies of power in this system.
2) There will be 2 to 5 action periods, depending on the instructor.
The first period will be 20 minutes. The rest will b& 15 min.
During each action period, a team can do what ever it chooses to
do in preparation for writing out and delivering its ballot at the
end of the period. Some examples:
-Identifying member self-interests and setting team goals.
-Sending representatives to other teams.
-Assessing self-interests of other teams.
-Deciding and carrying out strategies and tactics such as coalition-
building, making deals, etc.
-Writing and delivering ballot.
3) At the end of each action period, each team delivers its secret
ballot to the computer. On the ballot is marked:
(a) Roman numeral of your team.
(b) Number of the ballot (1st, 2nd, 3rd, etc.)
(c) Number of power points your team has decided to bid on this
ballot
.
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Roman numeral(s) of team(s) in which your team is in coalition.
Other instructions, if any. For example:
"Team I receives 2/3 of the winnings and Team IV
receives 1/3."
"Team IV gives 5 points to Team II." and "Team II
accepts 5 points from Team IV."
The computer follows instructions about distribution points
only . Distribution of other currencies is to be carried
out by individuals and/or teams.
U) The computer will then secretly read the ballots and redistribute
the points accordingly.
(a) Winner takes all for each round. The team or coalition of
teams which bid the most points will get back the points they
bid and will also win all the points bid by the other teams.
(b) Any coalition must be recognized by all the teams in the
coalition and so marked on the separate ballots. Similarly,
any special instructions to the computer must be identical
on the separate ballots.
Suggestion : With secret ballots, teams might think about
ways to hold other teams to their word.
(c) A team may appear to be in several different coalitions, but
when its ballot is cast, it can only be alone or in one
coalition.
(d) Team points accumulate or diminish with each round. After the
last round, the team with the most points will be the winner
of the game.
(e) On the third ballot, the points won by the winning coalition
will be doubled.
5) There will be a one-minute warning before the end of the action
period, and a final signal one minute later . Ballots are to be
delivered to the computer only during that minute.
(a) A late ballot disqualifies a team for that ro\ind and causes a
5-point fine.
(Note: If that team is in coalition, that coalition is, of
course, weakened.)
(b) A team must bid 5 points or more, or be fined 5 points. If
a team has less than 5 points, it must bid all its points.
(c) All fines go to the winning team of the action period.
(d)
(e)
6) Since no rules can cover every contingency , the instructor
will
make observations and judgements which are in keeping with the
purposes of the game.
NOTE: In an important sense, the use of power is never a
game.
In all situations, including this game, you are the one
best
qualified to determine and act on your self-interests.
In or out of a game, you are responsible for your
actions.
Anyone who gets all he/ she wanted will have developed and
used all the power he/ she needed.
EXAMPLE OF SCORING
I II III
20 20 20
Ro-und 1
30 15 15
Round 2 10 25 25
Romd 3
Round k
Hound 5
Round One: Round Two
:
Team I bid 20
Team II bid 5
Team III bid 5
No Coalitions
Teams II and III lose 5 points
to Team I
Team I bid 20
Team II bid 15
Team III bid 15
Team II and III form coalition
Coalition wins 20 points lost
by team I points distributed
equally among teams in coali'
tion.
POWER GAME: FIVE MINUTES ALONE TIME
l) Determine self-interests with some priorities, i.e. what do you
want out of this system today?
2)
Out line your plans for assessing the self interests of others and
the constraints of the system.
3)
How do you plan to increase your power? What power strategies
are you planning to use?
U) List alternative ways for getting what you want.
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POWER GAME SELF EVALUATION QUESTIONNAIRE
l) What were my primary self-interests? Early in the game? Later?
2)
Where did I (we) negotiate, collaborate, and fight? What were our
tactics?
3)
When did I (we) feel impotent? Why?
U) What were my main feelings during the game? What caused them?
5) How were the purposes of game met for me? Which suggestions did
I use for building and using power? (see page 1 of instructions).
6) What are my observations about the use of power?
(For example: Salient thoughts or experiences in the game. What
was learned? How does this experience relate to how power is
used back home in my organization?)
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THE POWER COUNCIL
Designed to be Used with Peabody Power Game by
Frederick C. Jefferson, Jr.
University of Rochester
1977
The Power Council monitors the overall health of the system
and the power behavior of individuals and groups. The council has
the authority to create new rules for the system. System enactment
of new rules results after a favorable 2/3 majority vote of all the
members in the system. This plebiscite will be conducted by the
instructor
.
Council Membership Each team will elect one representative
to the Council. Council representatives
will then elect a chairperson.
Council Meetings Council meetings will last ten minutes
.
They will occur at the end of rounds 1
,
2, 3 and U. All meetings will be held
in public.
Council Agenda
I. System Maintenance
a. Clarifying and interpreting system r\iles
b. Creating new resources
c. Legislating new rules
d. Regulating individual and group behavior
II. Power Behavior
a. Identifying currencies of power operating in the system
b. Assessing the use of the power strategies
c. Discussing the process of coalition formation in the system
d. Commenting on the interaction between individual and group
self interests.
III. New Business
APPENDIX I
JACKSON'S BLACK IDENTITY DEVELOPMENT INVENTORY
PART II
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PART II
Part II Consists of four excerpts written by Black authors.
In each excerpt, the authors describe a personal experience or
perspective about Blackness or whiteness. After each excerpt there
are some open ended questions to be answered.
Please read each excerpt and then answer the questions from
yo\ar own value perspective.
Try not to spend more than seven minutes on each excerpt and
related questions.
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EXCERPT I
One day in I960, during my medical internship, I got an
emergency call while I was on duty. When I reached the hospital
ward to which I had been directed, I was greeted by a woman who had
been anxiously awaiting someone to attend her mother, who seemed
to be at the point of death. I recognized the younger woman. The
sight of her face instantly and vividly took me back to a moment
long ago that she had either forgotten or did not associate with
the young black doctor who had responded to her call.
Nineteen years earlier, my mother had arranged a party in my
classroom to celebrate my seventh birthday. I was the only black
child in the class. The next day, one of my classmates insisted
that I walk past his house with him on the way home from school.
When we walked into his backyard, we saw his mother, the anxious
woman who was now confronting me, on the back porch of their second-
story apartment, hanging out laundry. Johnny called out triumphantly,
"Ma, this is the boy that had the party in school yesterday!"
The woman walked over to the railing and peered down at me
skeptically. "You didn’t really have a birthday party, did you?"
Puzzled as to why she would doubt it—birthday parties had become
a tradition in our school—I nodded affirmatively.
"Well!" she said. "It’s the first time I ever heard of a
nigger having any kind of a party but a drunken brawl!" With that,
she tiirned and walked into the house.
By the time my patient was out of danger, several relatives
^
including my former second-grade classmate, had congregated out-
side her door. When he introduced me, his mother was quite
surprised to learn that she had met me before. "So many of you
kids have done well," she said warmly. But obviously she had for-
gotten that she had once, in effect, perdicted for me a life that
would be a succession of drunken brawls. But I remembered, and I
felt a siirge of vindication; I had shown her. Them. White folks.
With their ignorant stereotypes.
I remembered what my father had always said about racial
bigotry; "Don't worry about it. Prepare yourself and your time will
come." This meant, "Get a good education, then you will be accepted
on your merits. The color of yovir skin won't matter." I believe
that, and the belief was the mainspring of all my conduct up to then.
I had gone through college and medical school sustained by faith
in my father's little truism. For all my twenty-six years, I had
worn a pair of blinders that permitted me to see only one thing:
The best and shortest path toward making it as a physician. The
weird encounter with the nemesis from my childhood made me feel I
had completed the circle. She now accepted me; I was her mother's
doctor. I was okay — race and all.
Questions1.
What should the physician have said to the woman when she said,
many of the kids have done well," and why?
2.
What is your reaction to the father's "little truism."
3.
What are yoiir personal reactions to this story?
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EXCERPT II
Unless ve call one white man, by name, a "devil", we are not
speaking of any individual white man. We are speaking of the collective
white man’s historical record. We are speaking of the collective white
man's cruelties and evils and greeds, that have seen him act like a
devil toward the non-white man. Any intelligent, honest, objective
person cannot fail to realize that this white man’s slave trade, and his
subsequent devilish actions are directly responsible for not only the
presence of this black man in America, but also for the condition in
which we find this black man here. You cannot find one black man, I
do not care who he is, who has not been personally dammaged in some
way by the devilish acts of the collective white man!
The American black man should be focusing his every effort toward
building his own businesses, and decent homes for himself. As other
ethnic groups have done, let the black people.^ wherever possible, how-
ever possible, patronize their own kind, hire their own kind, and start
in those ways to build up the black race’s ability to do for himself.
That’s the only way the American black man is ever going to get respect.
One thing the white man can never give the black man is self-respect!
The black man never can become independent and recognized as a human
being until he has what they have, and TUitil he is doing for himself
what others are doing for themselves.
Questions1.
Do you believe that whites are devils individually or collectively?
Why?
2.
Are the strategies outlined in the second paragraph strategies that
all Blacks sho-uld participate in?
3.
What are your personal reactions to this viewpoint?
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EXCERPT III
Black people must continue to move toward a psychological level
which focuses on the here-and-now. Consequently, the relevant world is
defined by a set of emerging needs and ways of functioning as expressed
in "getting our thing together to do our thing". Not much time shoiild
be spent on the previous agonizing adolescent—like qualities of
wondering, regretting, dreaming, fighting, rejecting or_ being caught-up
in inner conflict. This new Blackness denotes social psychological
development, which has given expression to new activities and ways of
behaving.
White approval is not a basis for the rise and expansion of Black
unity as it once was. Teaching whites about their individual racism is
no longer seen as a good use of Black energy. The new Black ethnic
constitutes a fresh new model of social change that is independent of
white people, culture and institutions. -
Questions1.
Is this an accurate description of where Black people are?
2.
How close is this excerpt to your own thinking and behavior?
what ways? (give examples)
In
3.
What are your disagreements with this statement?
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EXCERPT IV
"I told him, what you are telling me is that it isn't the American
white man who is a racist, hut it's the American political, economic,
and social atmosphere that automatically nourishes a racist psychology
in the white man." He agreed.
We both agreed that American society makes it next to impossible
for humans to meet in America and not be conscious of their color
differences. And we both agreed that if racism could be removed,
America could offer a society where rich and poor could truly live like
human beings.
That discussion with the ambassador gave me a new insight — one
which I like: that the white man is not inherently evil, but America's
racist society influences him to act evilly. The society has produced
and nourishes a psychology which brings out the lowest, most base part
of human beings.
Questions
1. Is this an accxarate description of the American society? Why do you/
don’t you think so?
2. If you agree with this analysis, what are the behavioral implications
for you as a Black person? In other words, what should you be doing?
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